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With youth sport considered a unique environment for promoting positive youth 
development (PYD), this thesis endeavoured to investigate PYD through sport more closely. 
Adopting a mixed-methods approach, the programme of research involved five studies aimed 
to synthesise the current quantitative PYD through sport literature, investigate the motivational 
climate created by coaches, parents, and peers and their relationship to life skills 
development, the transfer of life skills to other life domains, and acquiring the views of current 
youth sport coaches.  
Study 1 systematically reviewed the quantitative PYD through sport literature. After 
identifying and screening articles, 57 studies were retained for analysis. This analysis 
generated a number of key findings, including the lack of papers measuring life skills transfer, 
a fundamental element of PYD through sport. Other important findings included a high number 
of articles adopting a cross-sectional research design, most research taking place in North 
America, and a total of 100 different measures being used to assess PYD through sport 
variables. This review assesses the reasons for these findings, and other findings, and offers 
recommendations for future research. The information gathered from this review provided the 
information and impetus for the wider programme of research. 
Study 2 investigated the relationships between the coach, parent, and peer 
motivational climates (mastery and ego) and participants’ life skills development (teamwork, 
goal setting, social skills, emotional skills, problem solving and decision making, leadership, 
time management, and interpersonal communication). Data from 308 youth sport participants 
suggested that a peer-created mastery-climate was key, making the largest positive 
contribution to all eight life skills and total life skills. Coaches and parents also contributed 
positively to some life skills and total life skills. A parent-created ego-climate had the greatest 
negative influence on life skills development; whereas, a coach-created ego-climate 
contributed also made a negative contribution. Contrary to expectations, a peer-created ego-
climate contributed positively to three life skills and total life skills.  
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Next, studies 3 and 4 were conducted to develop and provided initial validity and 
reliability evidence for a new scale that assesses life skills transfer from sport to other life 
domains. Study 3 involved a review of the literature investigating life skills transfer and resulted 
in the development of 88 initial items representing six key transfer areas: school/ education, 
home/ family, community, social settings, employment, and other life domains. During this 
study, the content validity of the items was endorsed by 10 experts and a pilot study conducted 
with 72 participants provided further validity evidence for the scale and an assessment of its 
use in practice. Study 4 included data from 321 youth sport participants and refined the scale 
further using the results of factor analysis and descriptive statistics. Collectively, these studies 
provided initial evidence for the validity and reliability of the Life Skills Scale for Sport – 
Transfer Scale (LSSS-TS), a measure which can be used by researchers and practitioners to 
assess participants’ perceived life skills transfer from sport to other domains. 
Study 5 involved the interviewing of youth sport coaches to further explore the main 
findings from previous chapters, along with investigating other important areas of PYD through 
sport. Nine coaches from six different sports completed individual semi-structured interview. 
Participants discussed the key contributors to life skills development through sport, 
considering coaches to be the most important. They also discussed the key areas for life skills 
transfer, life skills developed and needed for their sport, and offered insights into implicit and 
explicit processes for developing life skills. Finally, coaches discussed their lack of knowledge 
of existing life skills programmes but offered excellent insights into strategies they adopt to try 
and promote life skills development in their athletes.   
Overall, the findings from this programme of research suggest that more quantitative 
analysis is required to assess key PYD outcomes through sport with the requirement for more 
valid and reliable measures. Contributing to the research literature, this thesis also 
demonstrated that a mastery-climate emanating from coaches, parents, and peers combined 
help to develop participants’ life skills development through sport with peers deemed to be the 
most important contributor to this development. A major contribution to the research literature 
is the development of a valid and reliable measure of life skills transfer. This allows for future 
 iii 
research to assess life skills transfer in more detail. Finally, this thesis contributes to the 
research literature as it provides greater in-depth information of how UK coaches understand 
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Over the years, attempts to define youth or adolescence have remained challenging 
(Green & Smith, 2018). Roberts (2009) explained that this challenge has most likely originated 
from variations in what people feel constitutes youth, with modern societies providing unclear 
start and end points for this period of life. Nonetheless, Furlong (2013) states that youth can 
be sufficiently acknowledged as “a period of semi-dependence that falls between the full 
dependency that characterizes childhood and the independence of adulthood” (p. 3). This 
particular period is said to begin at around 11-years of age and continue for approximately 10-
years to the age of 21 (Papalia, Olds, & Feldman, 2006). Moreover, Steinberg (1993) had 
previously divided this period into three stages: early years (11-14), middle years (15-18), and 
late years (19-21). In line with these youth development specialists, this thesis will view youth 
or young people as those in the second decade of life (i.e., between the ages of 11 to 21-
years old).  
Youth Development 
Benson and Pittman (2001) specified youth development as a broad field of research 
which includes many inputs (e.g., programmes and relationships), in various settings (e.g., 
school and family) and involving many developmental objectives (e.g., psychological well-
being and health). Holt, Deal, and Pankow (2020) explain that the key areas to focus on when 
assisting youth to develop key assets are behavioural, cognitive, emotional, and social skills. 
In essence, it is important for society to guide young people through their adolescent years by 
providing them with the tools needed to deal with the likely challenges and difficulties 
encountered in later life (Coleman, 2011). Furthermore, it is crucial for young people to 
develop optimally in order to promote their academic achievement, improve their family life, 
enable them to become productive members of the workforce, and to contribute positively to 
society (Artess, Hooley, & Mellors-Bourne, 2017). This ideal progression for young people is 
said to depend on the psychosocial, physical, and cognitive assets of the individual and the 




MacDonald and Valdivieso (2001) state that youth development poses three important 
questions: 
• What kind of people do we want young people to be? 
• What do they need to progress through adolescence and into adulthood? 
• What skills should they be developing? 
Addressing these questions (or aims of the youth development approach) requires a variety 
of contributions which include intervention programmes, opportunities for developmental 
experiences, and close relationships. These contributions should be provided in a variety of 
settings such as home, school, or sporting environments (Benson & Pittman, 2001). Along 
with these settings, it is also acknowledged that youth can develop depending on the individual 
and at various stages. 
Stages of Development 
 Developmental psychologists have produced theoretical frameworks to understand 
the processes involved in young people as they progress through their lives (e.g., Erikson, 
1950; 1968; Vygotsky, 1986). First of all, Erikson (1950, 1968) developed a psychosocial 
theory which involves the person passing through eight stages. These stages start at birth and 
continue to late adulthood (65+ years). According to Erikson, it is important for human 
development that all people successfully navigate through these stages which ought to lead 
to“integrated, meaningful, and fulfilled lives” (Maree, 2021, p.5). For young people to progress 
through these stages, it is important to understand how they are supported, raised, and 
educated, along with recognising the environments and cultures in which they are raised. In 
the presence of such supportive environments, it is acknowledged that people who are both 
emotionally and socially strong can successfully negotiate their way through life (Erikson, 
Erikson, & Kiynick, 1986). Continuing in this vain, Vygotsky’s (1986) development theory 
postulates that social connection is essential to cognitive development. According to Vygotsky 
(1986), young people develop via social interactions with more knowledgeable others (e.g., 




knowledgeable others create a ‘scaffolding’ or support platforms which will enable the learner 
to reach a higher level of development, or the ‘zone or proximal development’. This simply 
refers to social agents who can nurture young people with existing skills to reach a higher 
level. In line with the period of youth or adolescence previously outlined (11 – 21-years), youth 
pass through three stages of Erikson’s theory (middle childhood, adolescence, and early 
adulthood); whereas Vygotsky believed young people develop independently of stages as a 
result of social interactions in their lives. Therefore, within the current programme of research 
it was important to establish who are the key influencers (or social agents) driving such 
developmental changes in sport. These social agents will be discussed in greater detail in 
Chapter 2 of this thesis. 
Positive Youth Development 
Within youth development research, academics have followed the traditions of positive 
psychology by focusing on positive youth development (PYD). The processes for supporting 
positive emotions and character traits has been labelled under the positive psychology field of 
research (Seligman, Steen, Park, & Peterson, 2005), and it is this, along with ecological 
systems theory (Bronfenbrenner, 1999; Lerner, Almerigi, Theokas, & Lerner, 2005), from 
which PYD emerged. PYD has been defined as “the acquisition of all the knowledge, skills, 
competencies and experiences required to successfully transition from adolescence to 
adulthood” (Schulman & Davies, 2007, p. 4). PYD researchers (e.g., Roth & Brooks-Gunn, 
2003; Holt, 2016) report that all youth have the capability to develop in a positive and 
productive manner. This idea represents a move away from the deficit-reduction approach 
(e.g., trying to eliminate negative behaviours) and signifies a strength-based notion of 
development (e.g., promoting positive behaviours; Lerner et al., 2005). PYD primarily centres 
around three main areas: life skills development, enhancing health and well-being, and 
developing programmes to promote developmental outcomes (Jones, Dunn, Holt, Sullivan, & 






Settings for Positive Youth Development 
Given that the majority of young people attend school until at least the age of 16-years,  
school-based PYD has been claimed to be the most likely setting for enhancing positive 
developmental outcomes (Curran & Wexler, 2017). As such, when reviewing PYD school-
based programmes, Curran and Wexler (2017) discovered three basic approaches: 
curriculum-based methods guided by teachers, youth leadership programmes, and youth 
mentorship programmes. Within the curriculum-based approach, various programmes such 
as Changing Lives (Eichas et al., 2010), Positive Adolescent Training though Holistic Social 
(PATHS, Shek, 2009), Project Step-Up (Gopolan et al., 2013), and FUTURES (Lever et al., 
2004) have incorporated youth development curricula into the normal school day of the 
participants via structured lessons and group activities. These sessions have placed focus on 
enhancing social and emotional skills (e.g., empathy, cooperation, and social competence), 
developing drug resistance skills (e.g., substance abuse prevention and peer and self-
monitoring resistance), and promoting healthy lifestyles (e.g., HIV/AIDS prevention). The 
length and structure of these programmes varied considerably, ranging from sessions every 
2 weeks over a 12-week period (Iachini, Beets, Ball & Lohman, 2014) to weekly sessions 
delivered over a period of 2-years (e.g., Fuller, Percy, Bruening, & Cotrufo, 2013). Results 
from self-report questionnaires, controlled trials, focus groups, and interviews the participants, 
teachers, and participant’s parents have led to reports of promising increases in social 
competency, emotional control, empathy, compassion, self-esteem, and family cohesion 
(Curran & Wexler, 2017).  
Programmes adopting a youth leadership approach, such as Freedom Fellowship 
(McKay-Jackson, 2014), Girls Leadership (Muno & Keenan, 2000), and Roots and Shoots 
(Johnson, Johnson-Pynn, & Pynn, 2007) have assigned student leaders to work with groups 
either during or after school. A number of these programmes provided training to the student 
leaders before asking them to deliver sessions on topics such as HIV awareness or healthy 
eating. These programmes range from sessions being delivered twice a week for 12 weeks 




as the student leader remains with the school (e.g., Visser, 2005). Programmes adopting a 
youth leadership approach have generated positive results such as championing the need for 
PYD, enhanced self-image, creating positive peer communities, and developing confidence. 
Although less researched in the PYD literature, youth mentorship programmes (e.g., 
CAMP, Karcher & Lindwall, 2003) have involved participants being trained to be youth mentors 
and providing support to younger students. The process for deciding mentorship is determined 
by a self-selection process after the mentees and mentors spend half-a-day meeting and 
greeting. Programmes running over a 2 year period where mentors spend time with their 
mentees in school, after school, and in Saturday clubs, have resulted in mentors reporting 
greater connectedness, responsibility, and self-esteem. Also, mentees have reported 
improvement in attitude towards peers and school, self-efficacy, better academic 
achievement, and improved social skills (Karcher, 2009).  
Along with school-based settings, researchers have investigated PYD outside of the 
classroom such as after-school clubs and sporting environments (McCluskey & Treffinger, 
1998). Realising the importance of after-school hours has resulted in a growth in PYD research 
(Roth & Brooks-Gunn, 2016), with various extracurricular activities (e.g., music, church 
groups, drama, and chess clubs) being recognised as allowing youth the chance to experience 
PYD outcomes (Larson, 2000; Bonell et al., 2015). Past research has suggested that 
participating in such activities can have a positive effect on youths’ educational achievement, 
development of life skills, and well-being (Barber, Eccles, & Stone, 2001; Fredricks & Eccles, 
2006; Larson, Hansen, & Moneta, 2006). These positive effects could be credited to the fact 
that a high percentage of youth self-select to participate in such tasks, which may result in 
them being more engaged and primed for development when participating in these activities. 
Similarly, self-determination theory (Ryan & Deci, 2000) has suggested that psychological 
development is more likely to occur when youth engage in activities autonomously as opposed 
to activities which are chosen for them by parents (Bundick, 2011). Additionally, Waterman 
(1993) explained that people who participated in personally meaningful activities on a regular 




to be a key part of psychological well-being (Bundick, 2011). Outside of extracurricular 
activities, PYD has been implemented in youth support and community programmes to 
prevent youth from participating in negative behaviours such as substance abuse, teenage 
pregnancy, and/or crime (Holt & Sehn, 2008). However, PYD is not a framework to prevent 
these negative behaviours, rather it is viewed to promote positive qualities and characteristics.  
Based on the non-sport PYD literature, there are a number of considerations to adopt 
for the PYD through sport approach. It is clear that adult leaders, in this case teachers, are 
key to promoting PYD via curriculum-based teaching. In a sporting environment, this would 
relate to coaches embedding PYD in their curriculum. Also, youth leaders and youth mentors 
can help achieve PYD outcomes, and transferring this to sport could mean older sport 
participants in a sports club or programme, teaching their younger counterparts. Other 
important considerations would be allowing youth to self-select the activities in which they 
participate and being given greater overall autonomy in sport. This could lead to better overall 
experiences and developmental outcomes providing they are facilitated by an appropriate 
adult supervisor in well-structured environments (Barber et al., 2001; Curran & Wexler, 2017 
Fredricks & Eccles, 2006; Larson et al., 2006). 
With that being said, it is important to recognise that from the non-sport PYD literature 
discussed, the components of such environments (e.g., intervention programmes) and the key 
features which enhance youth development have been difficult to ascertain. Complex 
approaches to achieve the same goals, and studies using different measures to assess 
programmes, have made it problematic to separate and make solid conclusions regarding 
what is effective and non-effective. Along with this, explicit reporting of programme design and 
structure is something which is lacking throughout the research (Curran & Wexler, 2017). A 
positive aspect of the non-sport PYD research is the number of studies using a longitudinal 
approach, with some studies assessing programmes over a 2 year period. Based on these 
PYD  findings away from sport, Chapter 3 of this thesis will look to analyse the existing 
quantitative PYD through sport literature by investigating aspects such as: who are delivering 




being used to analyse key PYD outcomes, a review of PYD through sport programmes (e.g., 
programme structure, length, and if explicit programme design is reported), and the study 
designs being commonly used.  
Positive Youth Development through Sport 
According to Holt, Deal, and Smyth (2016), “PYD through sport is intended to facilitate 
youth development via experiences and processes that enable participants in adult-
supervised programmes to gain transferable personal and social life skills, along with physical 
competencies. These skills and competency outcomes enable participants in youth sport 
programmes to thrive and contribute to their communities, both now and in the future” (p. 231). 
Exploration of PYD through sport is increasing, with the number of researchers studying this 
area growing considerably since the early 2000s (Holt, 2016). Originally part of mainstream 
psychology, PYD was consciously applied to sport in 2005 (e.g., Petitpas, Cornelius, Van 
Raalte, & Jones, 2005; Fraser-Thomas, Côté, & Deakin, 2005). However, Weiss (2016) has 
argued that PYD through sport research was occurring over the last century without being 
labelled as such. Thus, Weiss (2016) suggests this area of research is ‘old wine in a new 
bottle’, meaning there has been a vast amount of youth sport research which has not been 
recognised by contemporary PYD research (Holt et al., 2020). Nonetheless, the recent 
growing interest in this area is further evidenced by Holt (2008 & 2016) releasing two edited 
books on the topic, whilst there have also been a number of review papers aimed at 
synthesising the contemporary literature (e.g., Johnston, Harwood, & Minniti, 2013; Jones, 
Edwards, Bocarro, Bunds, & Smith, 2016; Holt et al., 2017).  
As with non-sport PYD, a primary objective of PYD through sport is to prepare youth 
for the expected challenges they will experience when progressing through life. Youth sport is 
an ideal setting to promote PYD and remains a popular activity in modern society (Holt et al., 
2020). In fact, organised sport is the most popular out of school activity with participation rates 
in Canada at around 77% for young people aged 5-19 years old (Holt et al., 2020). In the 
United Kingdom (UK), 63% of young people aged 11-16 years are participating in team sports, 




32% of young people are also participating in running, athletics, or multi-sports, 22% in 
gymnastics, and 17% in racket sports (Sport England, 2019). However, it is not just elevated 
numbers that make sport an ideal setting for youth development; it is the interactive, emotional, 
competitive, and socially involved nature of sports that provide opportunities for development 
(Fraser-Thomas et al., 2005; Holt et al., 2017). Early research found that sport provides 
opportunities for young people to develop positive attributes such as time management, 
emotional regulation, goal setting, and increased self-awareness (Dworkin, Larson, & Hansen, 
2003) - as well as providing a sense of initiative, leadership, and creating healthy relationships 
(Côté & Hay, 2002). More recently, sport has been linked with enhancing self-confidence/self-
esteem (Bayyat, Orabi, & Abu Altaieb, 2016), self-efficacy and a healthy lifestyle (Inoue, 
Wegner, Jordan, & Funk., 2015), and higher levels of mental toughness, positive effect, and 
overall sport performance (Mahoney, Gucciardi, Ntoumanis, & Mallett, 2014).  
Even with PYD through sport showing a great deal of potential, it is important to point 
out that participation in youth sport has also been linked to negative behaviours (Holt & Sehn, 
2008). In this regard, research has provided evidence showing negative outcomes of sports 
participation such as increased alcohol consumption, burnout, or aggression (Gould, Tuffey, 
Udry, & Loehr, 1996; Eccles & Barber, 1999; Shields & Bredemeier, 2001). Recent work by 
Kavussanu and colleagues has shown sport to be linked with anger, cheating, and even 
doping (Kavussanu, 2016; Ring & Kavussanu, 2018; Stanger, Kavussanu, & Ring, 2017). 
Hansen, Larson, and Dworkin (2003) suggested that both positive and negative outcomes 
might be produced due to the competitive element involved with organised sports. Essentially, 
competition can help with self-evaluation and character building, but at the same time it may 
challenge the athlete’s character and limit the development of collaborative skills. Negative 
outcomes which occur within youth sport could also be attributed to the climate created by 
adults. Past research has shown that the supervising adults involved (e.g., coaches and 
parents) sometimes lack the knowledge of how sport can be used as a vehicle to promote 
PYD outcomes (Coakley, 2011), and therefore create environments not conducive to PYD. It 




philosophies of the coaches involved (e.g., win at all costs vs developmental philosophies) 
(Feldman & Matjasko, 2005; Bean & Forneris, 2016a). One good example of these points is 
the elite level academy system in English football (otherwise known as soccer in the USA or 
Australia – for the purpose of this thesis, football will be used due to the UK setting). In fact, a 
2018 film titled No Hunger in Paradise, based on the book of the same title (Calvin, 2017), 
closely investigated English Premier League academies and the pains and sufferings youth 
endure whilst being ‘processed’ through the football system. Within the film, it was highlighted 
that youth should be developed more to prepare them for the ‘real world’ should they fail to 
make the grade as professional footballers – a likely scenario given the difficulty of becoming 
a professional footballer. Even with English football’s governing body, the Football Association 
(FA), launching their “Psychology for Football” initiative to develop psychologically better 
coaches and players (Harwood, 2008), there appears to have been limited change in this. One 
attempt to help has come from Harwood (2008) who has made good progress in implementing 
a developmental framework titled the 5Cs (confidence, commitment, communication, 
concentration, and control) into academy football. The 5Cs aims to help coaches, parents, and 
players become educated about development and helps when implementing an environment 
which is both enjoyable and structured towards holistic player development. Therefore, it is 
important to assess the environments created in sport and investigate their impact on 
important developmental outcomes for participants (a key aim for the current programme of 
research). For example, the influence of win at all costs versus developmental philosophies 
(Feldman & Matjasko, 2005; Bean & Forneris, 2016a) in fostering PYD outcomes. 
Internal and External Assets 
Developmental assets are a key conceptualisation of PYD which are divided into two 
categories – internal assets and external assets. Internal assets have been defined as the life 
skills or strengths that youth possess; whereas, external assets represent the strengths within 
the environment which help young people develop (Gould & Carson, 2008). Benson (2006) 
further explained that internal assets include: positive identity (e.g., self-esteem), social 




and commitment to learning (e.g., school engagement). External assets include: support (e.g., 
developing relationships and family support), empowerment (e.g., youth are valued by their 
communities), boundaries and expectations (e.g., parents set boundaries and expectations of 
their children), and constructive use of time (e.g., sport or activity involvement). Benson’s 
(2007) 40 developmental assets, comprising of internal and external assets, along with further 
conceptualisations of PYD, will now be discussed in more detail.  
Conceptualisations of Positive Youth Development 
In an effort to focus on the preferred outcomes of PYD, several conceptualisations 
have been proposed. Firstly, developmental psychology has presented numerous frameworks 
which outline the key concepts of PYD. One of the most prominent has been Lerner’s ‘Five 
Cs’ model in which the Cs denote character, caring, competence, confidence, and connection 
(Lerner, Fisher, & Weinberg, 2000). The emergence of a sixth C (contribution) was later added 
to the model as contribution to one’s self, family, school, community, and society is purported 
to emerge when youth develop high levels of the five Cs (Lerner, Lerner, Bowers, & John 
Geldhof, 2015). Initially, the five C’s model was created to evaluate the 4H programme in 
America which targeted children in rural settings and featured activities relating to agriculture. 
Therefore, caution should be exercised when applying this framework to youth sport, even 
though it has been used in studies relating to sport in the past (e.g., Jones, Dunn, Holt & 
Sullivan, 2011). In this regard, Holt et al. (2017) highlight that models originally created for 
non-sport activities may not give enough focus to the unique aspects of the sporting 
environment. For example, other adult-organised youth settings may not provide the 
competitive setting that sport does or require children to play in pressure situations with their 
parents watching. Assessing the 5C’s conceptualisation, Phelps et al. (2009) used data from 
Grades 5 to 7 of a longitudinal study investigating the 4-H study of PYD (Lerner et al., 2005). 
The 4-H study, funded by the 4-H youth organisation, is a longitudinal examination of young 
peoples’ health and development within a school setting. Using a number of existing measures 
to assess the 5Cs, these researchers gathered data from 1,893 American adolescents and 




contribution there is limited research to support the use of this data in other domains such as 
sport. In order to address this issue, Jones et al. (2011) assessed Phelps et al.’s (2009) 78-
item measure of the 5Cs in a sporting context. Gathering data from 258 Canadian youth sport 
participants, these researchers failed to support the five-factor structure of the 5Cs model. 
Instead, exploratory factor analysis (EFA) revealed that sport may involve only two factors – 
prosocial values and competence/ confidence. As a result, researchers have looked for other 
conceptualisations of PYD within sport. 
Placing an emphasis on a wider range of outcomes relating to PYD is Benson’s (2006) 
40 developmental assets. These assets, or ‘building blocks’ of human development (Holt et 
al., 2020) are split into two categories consisting of internal and external assets. Internal assets 
are further divided into the categories of commitment to learning, positive values, social 
competencies, and positive identity. External assets consist of support, empowerment, 
boundaries and expectations, and constructive use of time. To measure these 40 
developmental assets, the Search Institute (2012) developed the 160-item Profile of Student 
Life Survey. Research using this survey has found that young people who possess a greater 
number of the developmental assets will acquire more thriving behaviours such as academic 
achievement, helping others, and leadership qualities (Scales, Benson, Leffert, & Blyth, 2000). 
Along with this, young people who possess more of these assets are less likely to partake in 
high risk behaviours, engage in violent activities, or suffer from depression (Benson, Leffert, 
Scales, & Blyth, 1998). So far, it has proved difficult to devise a single programme, or activity, 
which can be used to develop all of these 40 developmental assets (Benson et al., 1998; 
Scales et al., 2000). Also, even with large scale data collections assessing these 
developmental assets in young people, there is a lack of empirical evidence to show if these 
assets can be developed in the sporting domain. One study assessing the developmental 
assets within youth sport was conducted by Fraser-Thomas, Côté, and MacDonald (2010). 
This study used the more recently developed 58-item Developmental Assets Profile (DAP; 
Search Institute, 2004) to assess internal and external assets. This measure, for youth aged 




developmental assets within five social contexts (personal, social, school, family, and 
community). However, this study failed to provide any statistical information to support the 
structure of this measure in sport. One study outside of sport which did report statistical 
information on the DAP was conducted by Scales (2011). Reporting on DAP data from five 
countries, Scales (2011) reported acceptable to good internal consistency reliability and 
construct validity, which provides support for the measure to capture these developmental 
assets accurately. However, as highlighted, neither the 5Cs nor 40 developmental assets have 
received much empirical attention within sport, with the sport psychology literature instead 
predominantly opting to focus on the life skills young people develop through sport (e.g., Gould 
& Carson, 2008).  
Models of Positive Youth Development through Sport 
Highlighting the necessity for approaches that consider the contextual features of 
youth sport, researchers have developed models of PYD based on reviews of the literature. 
Justifying such a model building approach, Bailey et al. (2010) explained that models are a 
way for researchers to justify factors affecting situations, their potential relationships and 
casual sequences. Essentially, such models provide frameworks for researchers to explore 
and for practitioners to utilise in practice.  
Petitpas et al. (2005) proposed a framework involving four components which 
encourage youth development by planning sport programmes which promote psychosocial 
development. These four components are:  
• Context (e.g., the motivational climate, a role which is valued by the group, and a safe 
environment). 
• External assets (e.g., a close relationship with coaches and parental support). 
• Internal assets (e.g., developing life skills). 





This framework highlights the importance of assessing the positive outcomes of sport and the 
processes which cause such outcomes which have been used to lead PYD through sport 
research (Holt et al., 2020). For example, Weiss and colleagues used this framework to guide 
the conception of a youth development through golf programme called The First Tee (Weiss, 
Stuntz, Bhalla, Bolter, & Price, 2013; Weiss, Bolter, & Kipp, 2016). 
 Featuring the developmental assets model (Benson, 1997), the National Research 
Council Institute of Medicine’s (NRCIM; 2002) eight setting features, and Côté’s (1999) 
developmental model of sport participation, Fraser-Thomas et al. (2005) devised an applied 
sport programming model of PYD. This model recommends that youth sport programmes 
should have three aspects which will help to promote PYD. Specifically, they should: 
• Consider physical, psychological, social, and intellectual stages of development, 
• Have settings which are appropriate, and 
• Promote developmental assets in youth.  
In addition, these researchers suggest that the success of such programmes would depend 
on the work of coaches, parents, and sports organisations (Fraser-Thomas et al., 2005). Whilst 
this is another important contribution to the early PYD through sport literature, this is a model 
which was limited by the fact there was only a small amount of sport-based PYD through sport 
research at the time it was developed (Holt et al., 2020).  
More recently, Côté, Turnnidge, and Evans (2014) have suggested the Personal 
Assets Framework (PAF). The PAF proposes that essential personal assets are developed 
via the sporting environment and that this environment should be used to promote youth 
development. Within this framework, there are three dynamic elements: personally engaging 
in activities, the quality of relationships, and appropriate social and physical settings. 
Combining these three elements are said to impact the acquisition of the long-term personal 
assets of participation, performance, and personal development. This framework also 
highlights the importance of some unique contextual features (e.g., the environment and 




Vierimaa, Turnbridge, Bruner, and Côté (2017) recently used the PAF to investigate coaches’ 
opinions of a youth basketball recreational league. These researchers concluded that if a 
programme fosters a safe environment which include supportive social relationships and 
suitable sporting activities, then short and long-term developmental outcomes can be gained.  
Most recently, Holt et al. (2017) created a model of PYD through sport where the main 
components are based on results from a meta-method analysis and added to the wider PYD 
through sport literature. The model is framed under distal ecological systems (e.g., community 
factors, politics, or cultures), where individual factors (e.g., gender, ethnicity, or individual 
traits) and relationships created in the implicit process of the PYD climate (e.g., with parents, 
peers, and coaches or significant adults) have an influence on PYD through sport. Along with 
these, the explicit processes of a life skills programme (e.g., life skills building activities and 
transfer activities) also have an influence on PYD through sport. A combination of both the 
PYD climate and a life skills focus are hypothesised to produce greater developmental 
outcomes than the PYD climate alone. In short, this suggests that a focus on life skills 
development is crucial for life skills development to actually occur. By acquiring PYD outcomes 
through sport, it is also suggested that youth will flourish and make better contributions to their 
communities. A limitation of this model was that it was created by drawing on qualitative 
studies alone and, to the best of the author’s knowledge, has yet to be fully tested. However, 
it is anticipated that it will be used in future research due to its testable nature. A key element 
of these models involves the environments (or climates) created by significant others and how 
these climates help or hinder PYD through sport. To help better understand climates created 
by significant others, and which of these significant others are key to the development of life 
skills through sport, Chapter 4 investigated these important considerations.    
All of the models outlined above have helped to shape the focus of the PYD through 
sport literature and have been key to advancing the research knowledge and practice. As 
highlighted,  key aspects of all of these models are the climates (e.g., caring, autonomy 
supportive, or motivational) created by coaches, parents, and peers and the social 




social and physical settings are created which have a developmental focus (e.g., life skills). 
These are considered key to promoting short-term and long-term developmental outcomes 
such as healthy lifestyles, psychological well-being, and life skills development and fall in-line 
with some of the non-sport PYD components discussed earlier.  
Developmental Models and Impact of Social Agents 
 As discussed earlier, young people progress through life at various stages (e.g., 
Erikson, 1950; 1968) and via key social interactions (e.g., Vygotsky, 1986). This is also true 
for sport, where models have been developed occurred which highlight an approach to 
developmental in sport which adopts a staged approach (Harwood & Johnston, 2016). Such 
models include the Long Term Athlete Development Model (LTAD; Balyi & Hamilton, 2003) 
and the Youth Physical Development Model (YPDM; Lloyd & Oliver, 2012). However, whilst 
the LTAD and YPDM models make reference to overall development, they are primarily 
focused on the physical domain. Therefore, models in sport which focus on the social and 
psychological domains have also been proposed. Such models include Côté’s (1999) 
Developmental Model of Sport Participation, Abbot and Collin’s (2004) Psychological 
Characteristics of Developing Excellence, and Wylleman and Lavellee’s (2004) developmental 
lifespan model. For a complete overview of these models, see Harwood and Johnston (2016).  
 As described by Harwood and Johnston (2016), these models highlight how a 
multidimensional approach and social support networks are crucial for young people to 
develop holistically. At each stage of a person’s development, significant others or social 
agents (e.g., coaches, parents, peers) play important and varying roles. A model highlighting 
the importance of these key social agents at varying levels of athletic development is the 
Holistic Athletic Career model (Wylleman, Reints, & De Knop, 2013). Wylleman and 
colleague’s (2013) model has five levels describing the nature and transitions people may face 
throughout their athletic careers. As described by Tekavc, Wylleman, and Erpič (2015), the 
model takes an approach to holistic development by considering an athlete’s development at 
five different domains: athletic, psychological, psychosocial, academic/vocational, and 




lives. At the psychosocial level, the influence of key social agents is said to change as young 
people get older and their athletic career develops. Although the ages are not explicitly fixed, 
adolescence is said to occur between the ages of 12 and 21-years and during the early phase 
of adolescence (the initiation phase), young people are said to be mostly influenced by their 
parents, then siblings, followed by peers. In the developmental phase (approximately 14 to 19 
years), the shift of psychosocial influence can move to peers, before coaches, and then 
followed by parents. As young people move towards the end of adolescence (the mastery 
phase), these interactions change again whereby a person’s partner, coach, and peers 
become more influential. How these social agents can influence positive outcomes throughout 
the varying stages of adolescence and athletic development is an interest dynamic to PYD 
through sport. As such, coaches, parents, and peers will be discussed in more detail in 
Chapter 2. Furthermore, these three social agents and their influence to life skills development 
through sport will be investigated in Chapter 4.  
Models of Life Skills Development through Sport 
An area of PYD which has received considerable attention is that of life skills 
development. Promoting and developing life skill through sport is an essential feature of 
programmes proposed to foster PYD outcomes (Holt et al., 2020). As such, some researchers 
have based their models on life skills development through sport. For example, Gould and 
Carson (2008) proposed a heuristic model of coaching life skills through sport. This model 
includes five key features: 
1.  Pre-existing state of the young athlete (e.g., existing life skills or personal 
characteristics, which can be further influenced by external assets or environmental 
factors).  
2.  Sport participation experience (e.g., the coach’s competence and philosophy, how 
they coach life skills, youths’ decision making and leadership opportunities, and the 
demands of the sport).  
3.  Life skills development (e.g., which skills are being taught) and personal 




4.  Positive and negative outcomes (e.g., emotional or intellectual development versus 
burnout and injury).  
5.  Transferability (the ability to transfer the life skills learned in sport to non-sport 
settings).  
This first component in this model suggests that youth enter sport with some internal assets 
already developed and also have existing external assets (e.g., parents and previous coaches) 
at their disposal. It is suggested that these existing competencies will influence how they will 
further develop life skills through sport. The second component focuses on the teaching and 
learning of life skills and whether they are taught directly or indirectly. Also, the environment 
created by the coach and the relationships they develop will determine if they can develop 
participants’ life skills. The third component focuses on how overall development of the athlete 
occurs (e.g., life skills and personal experiences). The fourth aspect focuses on both positive 
and negative outcomes associated with sport participation, with the model suggesting that 
youth will develop in a positive manner by having more life skills. The final component 
suggests that an athlete’s ability to understand the transfer process, their confidence to do so, 
and how they value the particular skill will have an impact on utilising the life skills in other life 
domains.  
 The life development intervention/basic needs theory (LDI/BNT) conceptual model for 
life skills development was created by Hodge and colleagues (Hodge, Danish, & Martin, 2012; 
Hodge, Danish, Forneris, & Miles, 2016). Originally, this model was developed for mainstream 
psychology (Hodge et al., 2012) and later made specific to sport (Hodge et al., 2916). This 
model, based on around self-determination theory (SDT; Ryan & Deci, 2000), combines need 
support, and satisfaction of the three basic psychological needs of autonomy, competence, 
and relatedness with life skills development. A life skills programme and the setting in which it 
is delivered provides the starting point of the LDI/BNT model. Next comes a needs-supportive 
motivational climate; an environment created by others in which important values are created. 




so their behaviours become internally regulated. In turn, this will then lead to the final part of 
the model which is acquiring life skills for use in other areas of life.  
Another aspect of PYD through sport that will be further highlighted later in the thesis 
is the idea of transfer. In this regard, Pierce, Gould, and Camiré (2017) have produced a model 
of life skills transfer through sport. Firstly, this model focuses on the individual learner, whereby 
the individuals’ internal and external assets and autobiographical experiences are considered. 
Next, through their model these researchers propose five contexts of learning: school, sport, 
family, vocational, and extracurricular. Within the sports context, coach characteristics and 
strategies, programme design, and inherent demands of sport are said to explicitly or implicitly 
influence life skills learning (Holt et al., 2020). Through these experiences, and continuing 
through the model, athletes can internalise life skills which may then transfer to other areas of 
life. Lastly, transfer context factors such as opportunities to use skills or support for transfer, 
and psychological processes such as confidence or level of engagement can lead to positive 
or negative transfer outcomes.  
As with the earlier models of PYD, there are key overlapping features of these models. 
Environments which create positive relationships, encourage young people to internally 
regulate key values, and promote life skills development (implicitly or explicitly) are considered 
key aspects of these models. Also, the added stage of life skills transfer is seen as an 
important step in the overall developmental process. When looking at all of the models for 
PYD and life skills in detail, it is clear that the Holt et al. (2017) model described earlier is quite 
simplistic and easy to follow, whereas the Gould and Carson (2008) model is very complex 
and contains a lot of detail, as is the Pierce et al. (2017) model of life skills transfer through 
sport. A more simplistic model provides opportunities for researchers to test it in its entirety; 
whereas, a more complex model may be difficult to test but might also give the researcher 
more detail on areas to consider. 
Although the research to-date, along with the numerous conceptualisations and 
models presented, are helpful and constructive in advancing our understanding of PYD 




important has proven difficult due to the varying terminology used, the volume of 
developmental assets offered, and the different models for development that have been 
proposed in sport. Therefore, there is a requirement to synthesise the current research and 
provide a clear picture of the current state, and future directions, for PYD through sport. It is 
also extremely important  to assess if youth are acquiring the skills from sport, are successfully 
using them to deal with the likely challenges and difficulties encountered in later life (Coleman, 
2011). 
Aims of the Research 
Therefore, the aim of this programme of PhD research was to investigate key gaps in 
the PYD through sport and life skills development through sport literature. Specifically, the 
research aimed to address the following research questions: 
• What are considered key PYD outcomes in sport and are these being sufficiently 
measured in the research using valid and reliable measuring tools? 
• Are climates created by coaches, parents, and peers perceived to influence life skills 
development through sport? 
• Which of the coaches, parents, or peers are the key influencer of life skills development 
through sport? 
• What current measures assess life skills transfer and is there a requirement for a new 
scale in the research area? 
• What are coaches’ perceptions of the overall field of PYD through sport and can they 
shed light on the findings in this PhD programme of studies? 
Objectives of the Research 
With these aims in mind, Chapter 2 provides a literature review of PYD through sport 
to assess the current research picture. Specifically, the chapter delves into the history of this 
research area and provides an overview of the research literature. Previous quantitative and 




involvement, and peer relationships, along with life skills development through sport. Also, 
there will be a brief overview current PYD intervention programmes. 
Given the lack of a thorough systematic review on the quantitative PYD through sport 
literature, Chapter 2 addressed this gap in the literature by analysing the quantitative papers 
using a novel methodology which determined the varying PYD through sport outcomes and if 
they are being measured using reliable and validated instruments. This systematic review is 
of primary importance to later chapters, which were shaped and informed by the review. 
Chapter 4 includes a large sample of youth sport participants to assess the 
motivational climate created by coaches, parents, and peers and their perceived impact on 
life skills development through sport. In this regard, no studies have aimed to examine if a 
motivational climate created by these social agents combined can influence life skills 
development through sport. Also, the literature has not investigated thoroughly which of these 
social agents are perceived as the key influencer for life skills development through sport and 
if any of these social agents have a negative influence on participants’ life skills development. 
As such, Chapter 4 contributes to the research literature by addressing these gaps in the 
research. 
Given the importance of life skills transfer and lack of measures to assess transfer 
highlighted by the earlier systematic review, Chapter 5 sought to develop and validate a scale 
to assess life skills transfer through sport. This involved assessing the key areas of life skills 
transfer, developing an original scale, and providing initial validity and reliability evidence for 
this new scale to measure life skills transfer using a large sample of youth sport participants. 
This scale fills an important gap in the research area and measures the transfer of eight key 
life skills young people develop through sport (teamwork, goal setting, time management, 
emotional skills, interpersonal communication, social skills, leadership, and problem solving 
and decision making) to five key non-sporting domains (school/education, home/family, social 
relationships, communities, employment).  
To get a more detailed understanding of the key areas and gaps in the literature 




sports to assess their perceptions of the overall field of PYD through sport. In particular, 
coaches were asked to give their thoughts on life skills their athletes need and develop through 
their sport, to speak about the key influencers in sport, discuss transfer and key transfer areas, 
and give their knowledge on how they incorporate life skills in to their sessions and what can 
be done in the future to help develop young people through sport.  
Finally, Chapter 7 provides a discussion of the key findings from this programme of 
research, along with the practical implications of these findings. Both the limitations of the 
research and future directions will also be discussed in this chapter. 
Research Paradigm 
Before setting out on any programme of research, it is important to set out a particular 
research paradigm and approach. A research paradigm can be defined as “the set of common 
beliefs and agreements shared between scientists about how problems should be understood 
and addressed” (Kuhn, 1962, p. 45). It is also seen as “the basic belief system or worldview 
that guides the investigator” (Guba & Lincoln, 1994, p. 105).  
Creswell (2003) proposed three considerations when choosing one research approach 
over another. First is the research problem, where the researcher often tries to find a match 
between the problem and the research approach. As discussed earlier, the growing research 
in the area of PYD through sport has produced various models, frameworks, and context-
specific terms that have been brought together. This has left the research area with a 
complicated range of constructs and concepts for future research to navigate (Johnston et al., 
2013). With a mixed methods design being valuable for getting the best from both quantitative 
and qualitative approaches (Creswell, 2003), it is was deemed the most appropriate approach 
for this PhD research. A second key consideration according to Creswell (2003) is the personal 
experiences of the researcher. Thus, the researcher’s approach is influenced by their past 
training and experience. The researcher’s previous experience before undertaking this PhD 
was weighted towards a quantitative approach; however, they also had a sound understanding 
of qualitative research. Knowledge of both approaches is also prevalent in the supervisory 




used within the programme of research presented in this thesis. A third consideration 
according to Creswell (2003) is the audience. The experiences and past research of the target 
audience for this study should shape the decision of which approach to take. Both qualitative 
and quantitative research studies have been conducted in PYD through sport. In light of this, 
the target audience for the current research can be considered to be both quantitative and 
qualitative researchers (and mixed-method researchers).   
After giving thought to the above considerations, the research approach guiding the 
current research was pragmatism. Essentially, pragmatism involves selecting the best 
approach to solve the research question being investigated (Johnson & Onwuegbuzie, 2004). 
The philosophy that underpins pragmatism gives permission for a number of approaches and 
strategies to be employed within the same study, with understanding being derived from 
consequences, actions, and situations rather than prior conditions (e.g., post positivism) 
(Creswell, 2003). Therefore, pragmatism can be considered a paradigm that underpins most 
mixed-methods research. It is a problem-oriented philosophy that takes the view that the best 
research methods are those that help to effectively answer the research question. In social 
science research, this often involves a mix of quantitative and qualitative methods used to 
evaluate different aspects of a research problem.  
As described by Fetters, Curry, and Creswell (2003), quantitative methodologies 
address questions regarding generalisability, magnitude of effect, and causality; whereas 
qualitative methodologies are used to explore why or how a phenomenon happens. Mixed-
methods research draws on the strength of both quantitative and qualitative research 
methodologies and “has the ability to advance the scholarly conversation by drawing on the 
strength of both” (Berman, 2017, p.5). In order to evaluate the research problem using both 
quantitative and qualitative methods, this overall programme of research will adopt a similar 
approach to sequential explanatory design (SED). However, it must be pointed out that SED 
is predominantly used in one mixed-methods study using two consecutive phases within the 
same study (see Ivankova, Creswell, & Stick, 2006); whereas this thesis uses a number of 




Plano Clark, Guttmann, and Hanson (2003) explain that the SED is a mixed-methods design 
which consists of two phases: quantitative and qualitative. The quantitative phase involves the 
researcher collecting and analysing the numeric data and the qualitative phase builds on this 
by refining and explaining the quantitative results (Ivankova et al., 2006). Therefore, the overall 
design of this thesis will primarily adopt quantitative research designs and will use the 
quantitative results to guide the aims of the qualitative study whereby highly qualified sports 
coaches will be asked about these findings. 
Ethical Procedures 
Following approval from the University of Bolton’s ethics committee, participants for all 
studies were recruited from local schools and/or sports clubs. Given that youth sports 
participants took part in the research, the researcher was required to have a clean DBS 
certificate acquired from the University of Bolton and from his previous employment as a youth 
football coach. For Chapters 4 and 5, consent was initially obtained from the school principals 
and/or sport club directors via emails and face-to-face meetings. Prior to collecting data, 
consent was also obtained from teachers, coaches, parents (if child is less than 16 years), 
and the participants themselves. When administering the paper-and-pencil survey to groups 
of young people, the participant’s PE teacher and/or sports coach were required to be present 
at all times. Confidentiality and anonymity were maintained by allowing the participants to 
complete the survey without providing their name. Teachers or coaches involved were also 
asked to avoid circulating around participants whilst they were completing the surveys. 
Participants were ‘spaced’ out when completing the surveys to ensure that nobody within the 
room could see their individual answers to questions. Finally, all participants placed completed 
surveys into a sealed box once they were finished and were informed that after data is fully 
analysed, all surveys would be destroyed. For the qualitative study, coaches provided consent 
after all study details were explained before the interviews commenced. The researcher 
explained the purpose of the study, that there were no right or wrong answers, and that all 
information provided would be confidential. Participants were encouraged to ask questions if 




were maintained by a post-interview confidentiality form and the use of names within the 
interview(s) being prohibited, and all respondents being identified using a pseudonym. All 
participants were advised they would remain anonymous and all results would be confidential 

















Positive Youth development Through Sport: 





The Origins of Youth Development 
The origins of PYD through sport can firstly be examined by looking back at the history 
of youth development and positive youth development. As described by Arnett (1999), this 
history is said to go back a long way. Ancient and seminal philosophers such as Aristotle and 
Socrates were conceivably discussing youth development when they stated that “youth are 
heated by nature as drunken men by wine” (Aristotle) and youth will "contradict their parents" 
and "tyrannize their teachers" (Socrates; Arnett, 1999, p. 317). These statements demonstrate 
that the emotional and behavioural characteristics of young people have been observed for a 
very long time (Arnett, 1999). However, the empirical study of youth development started with 
Hall (1904), who viewed the period of youth or adolescence as a time of ‘storm and stress’. 
Storm and stress refers to a period when young people are likely to be erratic and 
unpredictable, participate in precarious or risky behaviours, and have confrontations with their 
parents. Although such storm and stress cannot be attributed to all young people, Hall (1904) 
suggested they were more likely to experience this in comparison to children or adults. 
Interestingly, storm and stress was considered most likely to occur in Western societies rather 
than more traditional cultures (Hall, 1904). Continuing to focus on troubled youth, a mental 
health model was created by child psychoanalysts such as Redl and Wineman (1951) and 
had a sole focus on young people’s problems and deficits. Numerous researchers continued 
with this negative perspective, with Erikson (1959) declaring that youth are difficult characters 
that should be fixed, and Freud (1969) proposing adolescence as a time of developmental 
concerns relating to changes in attitudes and values, defending of egos, and a breakdown in 
relationships with family and peers. In sum, initial youth development research demonstrated 
young people as being troublesome, exposed, and vulnerable to negative behaviours.  
On a more encouraging note, these negative views towards young people have been 
challenged for some time (Lerner, 2005), with researchers contesting the idea that 
adolescence is a common time of emotional turmoil (Larson & Ham, 1993). Initially, Bandura 
(1964) questioned the claim of storm and stress with his research indicating a large proportion 





disclosed that those who did experience unsettled times during their youth had also done so 
in childhood (i.e., it was not confined to their youth). This clearly challenges Hall’s (1904) view 
that youth is an exclusive time for storm and stress. Challenging the negative view of youth 
continued throughout the 1960’s (e.g., Douvan & Adelson, 1966; Offer, 1969) when it became 
apparent that studying individuals already in a state of confusion or emotional turmoil was an 
unreasonable approach to take (Offer, 1969). As highlighted by Damon (2004), longitudinal 
research in the 1980s also continued to contest the assumption of the ‘fragile child’. 
Researchers such as Werner (1982) and Garmezy (1983) discovered youth were flourishing 
and fighting life’s most severe stressors, whilst the potential to develop resiliency was possible 
for all children (Benard, 1991; Werner, 1982). More recently, an important find by Graber, 
Brooks-Gunn, and Peterson (1996) discovered less than 10% of young people reported 
suffering extreme turmoil throughout their youth. Later research also started to question the 
efforts placed merely on problem prevention and began to investigate promoting healthier and 
more positive development in young people (Catalano, Berglund, Ryan, Lonczak, & Hawkins, 
2002). This was facilitated by research in the late 1980’s and early 1990’s which discovered 
there was little proof that prevention-based approaches produced the desired results (Connell, 
Gambone, & Smith, 2001). Combined, limitations to the above research created a new vision 
of adolescent development which emerged in the early 1990s. This represented a move away 
from the notion of trying to fix the deficits in young people and placed the focus on the 
strengths of young people that could be built upon (Holt, 2008). This new vision of adolescent 
development was termed PYD (Benson, 1990; Holt, 2008) 
The Foundations of Positive Youth Development 
PYD emerged when researchers discovered the need to focus on the positive 
elements concerning adolescent development (Coles, 1995). Damon (2004) believed that 
every child had the potential for a bright and positive future, made achievable by their existing 
talents, strengths, and interests. As previously mentioned, this PYD approach grew from the 
positive psychology movement of Seligman (Holt, 2016) and advocated that psychology 





on the positive aspects. Seligman and Csikszentmihalyi (2014) describe positive psychology 
as personal valued experiences from the past (e.g., contentment, satisfaction, and well-
being), the present (e.g., flow and happiness), and the future (e.g., hope and optimism). 
These researchers outlined that individual characteristics of positive psychology include 
courage, interpersonal skills, and perseverance as examples of positive personal traits. 
Group aspects of positive psychology include work ethic, responsibility, and tolerance; which 
are deemed important for individuals to contribute positively to their communities. Applying 
these ideas to youth development, PYD supporters see youth as ‘resources to be developed’ 
as opposed to ‘problems to be solved’ (Lerner, Brown, & Kier, 2005; Holt, 2016). Research 
has also explored individual’s existing characteristics and socia l surroundings, made an 
attempt to build on them, and bring about positive changes in young people (Lerner & 
Castellino, 2002). Looking to develop the strengths of young people, and considering the 
importance of school-based PYD (Curran & Wexler, 2017) and after-school hours, brought a 
growth in PYD research, with extracurricular activities such as music, drama, chess clubs, and 
in particular, sport, thought to provide youth with the chance to experience PYD (Roth & 
Brooks-Gunn, 2016).  
Sports’ Introduction to Positive Youth Development 
As highlighted earlier, youth development has been studied for a long period of time. 
However, combining youth development with sport is a research area which has only been 
investigated over the last century or so (Weiss & Gill, 2005; Weiss, 2016). A more recent 
phenomenon has been to explore PYD and sport together to assess how this unique 
environment can be used as a vehicle to promote positive developmental outcomes (Weiss, 
2016). In essence, sport has been endorsed as an area where young people develop skills 
(e.g. physical skills, character building, leadership) which transfer effectively to other life 
situations (Wiggins, 2013; Weiss, 2016). Fraser-Thomas et al.’s (2005) early study was one 
of the first to deliberately introduce PYD through sport by examining both youth sport and the 
PYD literature in order to develop and present a sports-programming model (see Chapter 1). 





programmes which promote positive rather than negative behaviours; which, in turn, should 
focus on positive rather than negative outcomes.  
As discussed earlier, another key study to lay the foundations for PYD through sport 
research and practice was conducted by Petitpas et al. (2005) and outlined a framework to 
encourage PYD through sport. This framework was devised based on their definition of PYD 
programmes: 
“Youth sport programs that promote psychosocial development are those that use 
sport as a vehicle to provide experiences that promote self-discovery and teach 
participants life skills in an intentional and systematic manner. In addition, these 
programs have clearly defined goals and strategies to enhance the generalizability and 
transfer of life skills to other important life domains” (p. 66).  
Since these studies in 2005, the research area of PYD through sport has grown 
considerably. This is due to sport has being highlighted as a good setting to develop young 
peoples’ skills due to its emotional, social, competitive, and interactive nature, along with its 
popularity amongst young people (Cronin & Allen, 2017). Many researchers have provided 
excellent insights into the requirements for youth development inputs (e.g., coaches’ 
behaviours, the climate, and intervention programmes), that will provide an environment 
where positive outcomes result (e.g., life skills development and psychological well-being). 
Many of these studies have been informed by the PYD and PYD through sport literature.  
Although its prominence has increased in the last number of years, long before the 
term PYD was devised, researchers in sport psychology were investigating how sport can be 
used to promote positive outcomes such as increased self-esteem (Smith & Smoll, 1990; 
Weiss, McAuley, Ebbeck, & Wiese, 1990). In fact, sport has long been viewed as an ideal 
setting for developing such positive outcomes (Allen, Rhind, & Koshy, 2015) due to the high 
volume of youth who participate in organised physical activity on a weekly basis (Camiré, 
Trudel, & Forneris, 2012; Weiss et al., 2016). Despite this long tradition, it is only recently that 
the positive developmental assets, or life skills, young people develop through sport have 





of the key attributes deemed important for the positive psychological, social, and emotional 
development of young swimmers. Helping to achieve this aim, a search of academic 
databases resulted in 34 PYD articles being selected for analysis. From these, the researchers 
discovered five high-order categories containing 17 individual assets. Interestingly, this review 
also showed that there were 113 terms relating to PYD, with some of most commonly cited 
being teamwork, goal setting, time management, emotional self-regulation, communication, 
social skills, leadership, problem solving, decision making, planning, personal responsibility, 
motivation/effort, and self-esteem. However, whilst this review was an important addition to 
the research area, the article search for this study was conducted in 2010. With research 
noticeably growing over recent years, there is a requirement to assess if there are new PYD 
outcomes within the literature. As such, a new and updated review synthesising and analysing 
the quantitative PYD through sport literature was conducted in Chapter 3.  
When reviewing PYD programmes in the USA (some of which included sport), 
Catalano, Berglund, Ryan, Lonczak, and Hawkins (2004) found that programmes seek to 
achieve one or more of 15 developmental objectives. These are labelled bonding (e.g., 
emotional attachment and commitment to relationships), resilience (e.g., adapting to change 
and stress), social competence (e.g., anticipating consequences and generating solutions to 
social problems), emotional competence (motivation and managing emotions), cognitive 
competence (e.g., self-talk and academic achievement), behavioural competence (e.g., 
responding effectively to criticism and helping others), moral competence (e.g., empathy and 
respecting rules), self-determination (e.g., autonomy and an action which is consistent with 
thought), spirituality (e.g., moral reasoning and moral commitment), self-efficacy (e.g., 
personal goal setting and self-appraisal), clear and positive identity (e.g., establishing identity 
across varying social contexts), belief in the future (e.g., optimism and hope), recognition for 
positive behaviour (e.g., positive responses to desired behaviours), opportunities for prosocial 
involvement (e.g., positive opportunities for interaction and participation), and prosocial norms 





investigated in this study were non-sport programmes, so it is unclear whether all of these 
developmental objectives will be applicable within the sporting domain. 
Within sport, Côté, et al. (2010) developed the 4Cs of coaching expertise, an 
alternative version of Lerner’s 5Cs. These researchers combined Lerner’s constructs of 
character and caring/compassion to form character/caring. This ‘C’ was formed alongside the 
original constructs of competence, confidence, and connection to give sport coaches clear 
objectives for athlete development. At the time, this was considered a novel approach to focus 
on the coach, as opposed to the athlete, when working towards PYD through sport. This could 
be considered a fruitful approach as the coach is seen as central to the youth sport experience 
of participants and, additionally, the coach may impact the development of a number of 
participants within his/her team/squad. 
Continuing in sport, different developmental constructs have been highlighted in the 
research literature. For instance, Holt, Tink, Mandigo, and Fox (2008) discovered teamwork, 
respect, and leadership as important developmental outcomes, whereas Wright and Li (2009) 
highlighted the importance of enjoyment and usefulness. Other assets deemed important for 
PYD through sport include mental preparation and emphasising hard work (Gould & Carson, 
2010), overall life skills, positive affect (Vella, Oades, and Crowe, 2011), hope, global self-
worth, and leader support (Ullrich-French & McDonough, 2013). As previously mentioned, due 
to the varying terminology and potential outcomes of PYD through sport, it has proved difficult 
to ascertain which inputs or outputs should take priority. One consistent pattern throughout 
the research is how appropriate adults or relationships with peers are key in helping promote 
PYD through sport. These adults, or social agents, are a key part of the PYD climate which 
Holt et al. (2017) defines as “a social environment that enables youth to gain experiences that 
will contribute to PYD outcomes” (p. 32). The features of this climate include relationships with 
adults (leaders or coaches), parents, and peers, which may either facilitate or be detrimental 








Driving these developmental changes in young people are the key individuals 
influencing them. Significant social agents have been labelled as adult leaders (e.g., teachers 
or coaches), parents, and peers, with relationships with these people being considered the 
most important part of an individual’s life (Hinde, 1997; Wylleman & Lavallee, 2004). As 
described in Chapter 1, the influences of these social agents can change throughout young 
people’s developmental stages and their progression through their sporting lives. Such 
progressions relate to the cognitive and psychosocial processes involved as children, young 
people, and adults develop as their lives advance. As the next part of this Chapter will highlight, 
there has been much debate over how and when coaches, parents, and peers influence 
developmental changes in young people via their sporting experiences. However, it is still 
open for debate as to which (if any) of these social agents are the most influential – a debate 
which was investigated in Chapter 4 of the thesis.  
The Coach’s Role in Positive Youth Development Through Sport 
Over the years, youth sport coaches have been highlighted as the most influential 
social agent for developing PYD through sport. This is evidenced by the fact that the role of 
the coach within youth sport is one the most researched areas (Harwood, Keegan, Smith, & 
Raine, 2015; Holt et al., 2017). Also, as highlighted by the International Council for Coaching 
Excellence (ICCE, 2013), coaches play a vital role in creating a PYD climate that is 
psychologically and physically safe. As such, researchers have studied how coaches can 
facilitate PYD through sport and have attempted to develop a greater understanding of specific 
strategies coaches should adopt to develop internal assets such as life skills. Studies have 
also highlighted the positive and negative roles a coach can adopt in youth sport (Fraser-
Thomas & Côté, 2009) and it has been recognised that high quality coaches should want to 
develop not only the sporting skills of their athletes, but also aim to develop them personally 
(Jones, Armour, & Potrac, 2004). Around the turn of the century, and since the PYD through 
sport approach became more acknowledged, it appears more emphasis has been placed on 





to better understand their responsibilities for promoting PYD and, in particular, the 
development of life skills (Gould & Carson, 2008). However, whilst coaches are said to 
understand holistic development, it is important to gain the perceptions of their athletes and to 
understand if the coaches are putting this into practice. Both of these aims were addressed in 
Chapters 4 and 6 of this thesis. Interestingly, Vella et al. (2011) discovered that sports 
performance can be improved if life skills such as goal setting, leadership, or communication 
are also developed through sport. This is a key point, as the time taken to develop life skills 
through sport can enhance athletic performance, rather than hinder it as some youth sport 
coaches may fear. In order to assist in the development of participants, coaches are advised 
to develop strong relationships with their athletes and create a safe and positive social 
environment (Holt et al., 2017). These environments form part of the overall coaching climate.  
The coaching climate is a psychosocial environment which the coach can create for 
their athletes (Cronin & Allen, 2015). Over the years, numerous proposals have been put 
forward for aspects of the coaching climate which will heighten PYD. The NRCIM (2002) in 
the USA recommended eight features for youth development which may also be applicable to 
the coaching climate in sport. These are (a) physical and psychological safety; (b) appropriate 
structure; (c) supportive relationships; (d) opportunities to belong; (e) positive social norms; (f) 
support for efficacy and being made to feel important; (g) opportunities for skill building; and 
(h) integration of school, family, and community efforts. The activities within a programme, 
setting goals, and creating a positive atmosphere are additional important features suggested 
by Roth and Brooks-Gunn (2003). Specific to sport, Hellison and Walsh (2002) suggested 
interaction with adults, having a sense of belonging, and the creation of an enjoyable 
atmosphere should all be part of the coaching climate. More recently, and based on studies 
involving high-quality coaches, Camiré, Forneris, Truel, and Bernard (2011) proposed that the 
following features of the coaching climate were important: (a) developing a well-structured 
coaching philosophy that highlights physical, psychological, and social development for their 
athletes; (b) developing a meaningful relationship with the athletes and having a full 





these in practices; (d) allowing athletes’ time to practice; and (e) teaching the athletes how to 
transfer the life skills learned in sport to non-sport settings which may not be an automatic 
process. The research highlighted above suggests that coaches have many opportunities to 
create a positive coaching climate and should use these to enhance PYD through sport.  
However, to develop PYD outcomes in their athletes, coaches need to receive the 
appropriate education. In this regard, coaches are said to receive limited training and lack 
knowledge on how to facilitate PYD in their sessions (Camiré et al., 2011). In fact, the task of 
having to incorporate PYD outcomes into sessions where sport-specific skills are also required 
to be taught, has proven too difficult a challenge for some coaches (Camiré, 2014). In this 
regard, it is apparent that coach education has been typically dedicated to improving athletic 
or team performance, with the development of technical and tactical skills deemed more 
important than other areas of youth development (Vella et al., 2011). This would suggest that 
coaches’ needs are not being met through the current system and these coaches should be 
educated in how to facilitate PYD outcomes within their sessions (Vella et al., 2011). Despite 
this point, and evidence-based strategies being recommended, there is still the necessity to 
further bridge the gap between research and practice (Gaion et al., 2020). 
Several researchers have worked to address this issue over recent times. For 
example, Harwood and colleagues have developed an alternative version of the 5Cs 
(commitment, communication, concentration, control, and confidence), which is a framework 
for a coaching intervention for use in elite level academy football (Harwood, 2008; Harwood, 
Barker, Anderson, 2015). The purpose of this programme is to educate coaches and enhance 
their beliefs that employing psychological principles in an intentional and deliberate manner is 
necessary to develop their players from a PYD perspective (Harwood, 2008; Harwood et al., 
2015). Thus, spending time in their sessions teaching life skills, as well as sport-specific skills, 
will enhance PYD outcomes and create more well-rounded individuals. Results of the 
programme have revealed improvements in athletes’ commitment, communication, 
concentration, control, and confidence (Harwood et al., 2015). Despite these positive 





is limited research assessing its effect over time and if the 5Cs can be used across varying 
sports played at different levels. Also, more explicit strategies for how the coaches can 
implement the PYD outcomes into their coaching sessions are required to help further bridge 
the gap between research and practice. Chapter 6 will address this by asking youth sport 
coaches of their current understanding of programmes in their sport and uncover the  PYD 
strategies they may adopt in their sessions.  
Another attempt to educate coaches on PYD through sport is Strachan and colleagues 
programme titled Project SCORE! (Score Uniting Life and Sport, 2020). Originally launched in 
2011, this is an online tool which coaches can access to become educated on PYD and 
receive materials that will help them to target PYD outcomes in their youth sport programmes. 
Based on Lerner et al.’s (2000) 5Cs framework, as well as other PYD through sport literature, 
Project SCORE consists of 10 sessions focusing on the coach-athlete relationship within the 
sporting environment (Strachan, MacDonald, & Côté, 2016). To gain insights from coaches, 
and to make improvements to the online tool, Strachan et al. (2016) interviewed four youth 
sport coaches who completed the programme. In a positive step for coach education on PYD 
through sport, all the coaches in this study reported positive experiences relating to the 
programme. Specifically, the coaches reported encouraging experiences when accessing the 
website, the success of implementing Project Score’s lessons/sessions in their own coaching, 
the positive reaction received from parents, and the personal growth coaches experienced 
from participating.  
It is important to note that both Harwood (2008) and Strachan et al. (2016) have based 
their programmes on a version of the 5Cs. As previously highlighted, not all developmental 
outcomes through sport are related to the Cs, so it would seem that more can be added to 
these programmes to assist with other outcomes related to PYD through sport. Another 
important factor to consider when assessing these programmes is how much detail is being 
offered to the coaches. Thus, for coaches to successfully deliver full sports sessions with all 
elements of holistic development incorporated, they most likely require more assistance on 





are many factors for coaches in youth sport to consider when adopting a PYD approach. 
Highlighting many of these factors, several qualitative research studies assessing the coaches 
have been conducted. 
Qualitative Research on the Coach 
Several qualitative studies have investigated the role of the coach on PYD through 
sport. Vella et al. (2011) explored whether coaches incorporate PYD into their sessions and 
how they view their roles when facilitating developmental outcomes. Semi-structured 
interviews with 22 Australian youth sport coaches representing five different sports (football, 
cricket, basketball, netball, and softball) revealed that coaches see themselves as responsible 
for developing eight PYD outcomes: competence, confidence, connection, character, life 
skills, climate, positive affect, and positive psychological capacities. This is an interesting 
finding as four of these outcomes relate to the 5Cs. A limitation to this study was that all 
coaches who took part were regarded as participation coaches whose primary objectives are 
to develop health, enjoyment, and short-term goals. It may be the case that such coaches aim 
to develop PYD outcomes rather than sport performance outcomes. Therefore, it would be 
interesting to get the thoughts of coaches involved in more competitive or elite environments, 
who may favour performance results over PYD outcomes.  
Addressing this point, Strachan, Côté, and Deakin (2011) interviewed five elite 
coaches from swimming, diving, and gymnastics in order to investigate if the NRCIM’s (2002) 
eight setting features aimed at promoting youth development are apparent in youth sport. 
Within this research, three key elements were outlined: the existence of an appropriate training 
environment, the opportunity for holistic development (physical, personal, and social skills), 
and the presence of supportive relationships. According to the study, it is understood that 
these key elements can promote growth and enable the delivery of elite sport programmes to 
aid positive development. This, in turn, should lead to strong, independent, and responsible 
young people, as well as developing good athletes. However, there are some important points 
to raise about this study. Firstly, the coaches failed to implement all of the NRCIM’s (2002) 





interesting conclusion as elite level coaches spend more time with their athletes as opposed 
to recreational coaches, where contact time with their athletes is limited. Secondly, the sports 
investigated in this study were individual sports, which means that adding coaches from team 
sports may have strengthened the findings of the research. 
Investigating both individual and team sports, Camirè, Trudel, and Forneris (2014) 
aimed to assess how sixteen Canadian high school coaches learned to develop their athletes 
through sport. These coaches represented an array of sports including football, wrestling, 
volleyball, basketball, and ice hockey. It was revealed that the coaches openly pursued 
opportunities to improve their knowledge on how to develop their athletes through sport, 
explaining that this helps them to continually evolve their coaching philosophy. This was done 
by expanding their own knowledge informally (e.g., via available online resources) or formally 
(e.g., through coaching courses). An interesting point disclosed from some of the coaches 
explained how they have mixed opinions on the quality of the coaching courses available to 
them in terms of learning about PYD through sport. This raises the question of whether 
coaching courses offered by governing bodies are adequately equipping coaches with the 
knowledge and skills required to promote PYD through sport. 
Another study where coaches highlighted the importance of coach education courses 
was conducted by Santo, Camiré, and Campos (2016). These researchers interviewed 11 
Portuguese youth field hockey coaches to examine their roles in facilitating PYD. The coaches 
in this study discussed how coach education is an essential learning tool to gain the necessary 
competencies to promote PYD. However, the coaches’ lack of understanding of PYD resulted 
in them thinking PYD to be exclusively associated with the psychology of coaching, as 
opposed to the full spectrum of PYD (e.g., developing life skills or promoting a healthily 
lifestyle). Supporting the work by Camirè et al. (2014), the coaches in this study also stated 
that coach education courses were lacking in relation to PYD. 
In a follow-on study examining coaches’ perspectives on PYD and its value in 
mainstream coach education courses, Santos et al. (2017) interviewed 12 youth field hockey 





coach education courses should include at least a base level of PYD principles and should 
provide coaches with information on how to incorporate PYD into their sessions. An interesting 
finding from this study related to the coaches’ perspectives on the desired outcomes of the 
participants from different age groups. They perceived that participants aged 14 years or 
younger preferred more PYD outcomes (enjoyment, inclusion, and respect) from their 
sessions; whereas participants aged 15 to 18 years favoured more performance-based 
outcomes (technique, tactics, and winning). This is intriguing as few studies have previously 
reported on age group difference in relation to PYD through sport. However, as this is from 
the coaches’ perspective, these findings should be treated with caution and future studies 
should look to compare younger and older participants’ perspectives and if perspectives 
change as participants get older.  
Moving back to recreational sport, Vierimaa et al. (2017) investigated coaches’ 
opinions on the developmental outcomes associated with recreational basketball, along with 
how these outcomes are realised. After interviewing 12 volunteer basketball coaches, themes 
were identified which support the majority of PYD through sport research. These themes were 
immediate outcomes (e.g., enjoyment), short-term outcomes (e.g., confidence, character, 
connection, and competence), and long-term outcomes (e.g., connection). Antecedents 
highlighted as bringing about these outcomes were social and contextual processes such as 
social relationships, activities, and appropriate settings.  
More recently, Preston, Allan, and Fraser-Thomas (2019) investigated how coaches in 
elite sport facilitate PYD through sport. In an interesting approach, one of the authors of this 
study performed as an assistant coach within hockey and used their connections to observe 
four coaches of four teams over the course of a season. From these observations, and via 
semi-structured interviews, it was reported that the coaches demonstrated and spoke about 
PYD behaviours such as setting high standards, communicating with their athletes, and 
providing leadership opportunities. However, it was also apparent that due to the elite nature 
of the environment and the coaches own motivations, the temptation to achieve performance 





a lot throughout research and it seems that national governing bodies need to do more to help 
develop young people holistically.  
Although the above studies have provided some useful information on PYD through 
sport, to provide a more complete picture of the coaches’ perspectives, quantitative methods 
of research are also necessary. Accordingly, researchers have investigated the impact of the 
coach on participants’ PYD through sport using a quantitative approach. 
Quantitative Research on the Coach 
To begin with, Coatsworth and Conroy (2006) looked to test the impact of Coach 
Effectiveness Training (CET; Smith & Smoll, 1996) for developing coaches own behaviours 
as well as their athletes’ self-esteem. This intervention consisted of promoting development 
over winning, teaching the role of development in youth sport, dealing with adversity, and 
included behavioural strategies such as support, nurturing, and encouragement. Data was 
collected from 135 youth swimmers and seven coaches at the start, mid-way, and end of the 
swimming season. The effects of the intervention were tested by age, initial level of self-
esteem, and gender. Results indicated that coach training resulted in improved self-esteem 
for some but not all swimmers. In what could be labelled as a positive outcome, coach training 
had a greater impact on those athletes entering the swim season already reporting lower levels 
of self-esteem as compared to those with higher levels of self-esteem. Essentially, this 
suggests that such training programmes may have the greatest impact with youth sport 
participants that need it the most (i.e., those low on self-esteem). An additional finding was 
that the psychosocial coach training had a greater impact on younger participants, and future 
studies should assess why this may be the case. However, as this study focused on an 
individual sport, assessing coaches in team sports is required.  
Focusing on football, Fry and Gano-Overway (2010) investigated the effects of a caring 
sporting climate (e.g., feeling valued and accepted) on young athletes’ perceived enjoyment, 
attitudes, behaviours towards coaches and teammates, and their sporting commitment. After 
surveying 184 athletes involved in a community football league, this study revealed that if the 





attitudes towards coaches/teammates, commitment to the sport, and their caring behaviours 
were reported. Future research should build on this work by assessing the impact of a caring 
climate in multiple sports. 
Addressing this point, another study investigating the coaching climate was conducted 
by Gould, Flett, and Lauer (2012). In their study of 239 urban baseball and softball league 
participants from an underserved community, these authors assessed the developmental 
outcomes young people report from their sports participation and the climate created by their 
coaches. This study established that a mastery-oriented and caring climate created by the 
coaches resulted in positive developmental gains for their athletes such as higher perceived 
teamwork and social skills and the development of physical skills. Although, it must be noted 
that the reliability of some of the scales used in this study could be questioned due to their low 
Cronbach’s alpha coefficients. 
Another investigation addressing the coaching climate involved surveying 202 youth 
sport participants from 13 different sports including swimming, tennis, basketball, track and 
field, rugby, and football (Cronin & Allen, 2015). Results from this study suggest that an 
autonomy-supportive coaching climate (e.g., allowing athletes to make decisions) should be 
created by youth sport coaches as this was associated with the development of life skills and 
well-being in athletes. In particular, these results suggest that PYD through sport will be 
facilitated by an autonomy-supportive environment which leads to the development of 
personal and social skills, cognitive skills, goal setting, and initiative. Analysis from this study 
also revealed that personal and social skills mediated the relationships between the coaching 
climate and participants’ self-esteem, positive affect, and satisfaction with life. This study also 
highlighted a potential issue with the Youth Experiences Survey for Sport (YES-S; MacDonald, 
Côté, Eys, & Deakin, 2012) which is one of the first measures presented to evaluate PYD in 
sport (namely personal and social skills, cognitive skills, goal setting, and initiative). 
Specifically, as highlighted by Cronin & Allen (2015), some of the items within the survey seem 
unconnected to the sporting domain (e.g., “improved computer/internet skills”). This would 





which are specific to sport only. In effect, without such measures it would prove challenging to 
test and enhance the theories, frameworks, and models which describe, clarify, and predict 
PYD (Cronin & Allen, 2017). 
One recent piece of research aimed at addressing this issue was conducted by Cronin 
and Allen (2017). These authors conducted four studies with the intention to develop a 
measure of life skills development through sport. Based on the most cited life skills discussed 
in the Johnston et al. (2013) review, Cronin and Allen (2017) developed the Life Skills Scale 
for Sport (LSSS). The LSSS is a 43-item instrument that measures the development of the 
following life skills: teamwork, goal setting, time management, emotional skills, interpersonal 
communication, social skills, leadership, and problem solving and decision making. With this 
study providing initial validity and reliability for the LSSS, further studies have also provided 
evidence to support the validity and reliability of the measure (e.g., Cronin & Allen, 2018; 
Mossman & Cronin, 2018). Providing a reliable and valid measure which can assess eight key 
life skills is an important advancement for the PYD through sport literature. Both the YES-S 
and LSSS will be discussed in more detail later in this chapter. 
Summary of Coach Research 
It is clear from existing research that coaches are an integral part of developing youth 
through their philosophies, coaching climates, and relationships they form with athletes. To 
date, it has been reported that young people prefer, and achieve more positive outcomes, 
when a mastery-oriented, caring, motivational, and/or autonomy supportive environment is 
adopted by coaches (e.g., Cronin & Allen, 2015; Fry & Gano-Overway, 2010; Gould et al., 
2012). This supports the need for coaches to provide a holistic or whole person centred 
approach to their sessions/programmes. To better educate coaches on implementing PYD in 
their everyday coaching activities, a clear integration of PYD into coach education courses run 
by national governing bodies (NGBs) for sport is of paramount importance. Specifically, clear 
strategies need to be adopted to teach coaches how to incorporate PYD outcomes into their 
sessions. Coach education courses should also place more emphasis on all PYD outcomes 





Another, and perhaps a more realistic way to improve coaches’ perspectives and 
education on PYD would be for academics and coaches to combine their efforts and bridge 
the gap between research and practice. Providing coaches with more accessible resources 
should enable them to develop a better understand the requirements of PYD and reduce the 
time constraints when they plan their sessions. Strachan et al. (2016) and Harwood (2008) 
have made positive attempts to bridge this gap by offering online resources which are easily 
accessible for all. However, it is clear that more work needs to be done to improve these 
courses and create other courses that address additional PYD outcomes. Outside of the 
coach, another important contributor to PYD through sport is the young person’s parents.  
Parental Roles in Positive Youth Development Through Sport 
The growing body of research investigating relationships between significant others 
and youth sport participants also extends to parents. Along with the coach, parents are 
considered a key influence on a child’s sports participation (Fredricks & Eccles, 2005; Ross, 
Mallett, & Parkes, 2015), and it has been reported by Qunito Romani (2020) that parents play 
different roles in their children’s sporting activities (e.g., financial support, emotional and social 
support, and encouragement). Academics have reported that there are many challenges to 
overcome when being a sporting parent (Knight & Holt, 2014). The demands and expectations 
of athletes has increased over the years and this has in turn influenced a parent’s role, 
commitment, and behaviours towards their child’s participation in sport. Some sporting parents 
fail to realise this and are therefore surprised with these expectations when enrolling their 
children on sports teams or programmes. Other parents never take on the required 
responsibilities and can therefore be detrimental to their child’s development by failing to allow 
them to grow holistically (Smoll, Cumming, & Smith, 2011).  
Parents have also revealed their own concerns with regards to their involvement in 
their child’s sporting experiences. Some parents have acknowledged that their own 
involvement can have a negative effect on their children and provide unnecessary pressure 
(Knight, Little, Harwood, & Goodger, 2016). However, parental pressure has been linked with 





and positive (Mossman & Cronin, 2018; O’Rourke, Smith, Smoll, & Cumming, 2011) outcomes 
for young people in sport. Parents have also reported that the highly competitive nature of 
sport can have a negative impact, as well as the behaviours of coaches. The particular roles 
of coaches and parents in the youth sport environment can sometimes be confusing as the 
actions of parents may conflict with the advice and/or actions of the coaches (Lee and 
MacLean, 1997). For example, a coach may give one of their athletes a particular instruction, 
only for that athlete’s parent to give a contradicting instruction. According to Dorsch, Smith, 
and Dotterer (2016) a parent’s negative behaviours may also be influenced by observing their 
child’s coach. For instance, if a coach has a negative demeanour on the side-lines, a parent 
may interpret this as normal behaviour and replicate the coaches’ actions. It has also been 
evidenced that such parental behaviours can affect key PYD outcomes of athletes such as life 
skills development. 
Interestingly, Ross et al. (2015) investigated a coach’s perspective of a parent’s impact 
on children’s development through sport and discovered that whilst positive and negative 
actions were discovered, unfavourable parent behaviours were most frequently reported. Of 
these, the most cited actions were complaints and anger directed towards the coach, and 
negative comments directed at the children based on their performance. The latter is a 
worrying conclusion as a child’s negative emotional well-being in a sporting environment has 
been reported as a consequence of anger displayed by their parents (Omli & LeVoi, 2009). In 
their literature review and position paper, Harwood and Knight (2015) report that youth sports 
parents should share the experience of the coach with their child. ‘Expert’ parents realise they 
should not undermine the coach’s guidance in front of the children and should be able to 
accept the coach’s authority. In these relationships, parents have minor input but do not 
interfere with how the coach facilitates learning and development.  They are also keen to learn 
from the coach when it comes to knowledge of the sport and how they should help with tasks 
such as scheduling.  
 As highlighted, there are many criticisms aimed at parents of youth sport participants. 





because they are living vicariously through the children (Smoll & Smith, 2012). Another 
common statement is parents expect too much from their children by placing an excessive 
focus upon winning (Gould, Rolo, Jannes, & Pennisi, 2008; Knight, Dorsch, Osai, Haderlie, & 
Sellars, 2016). Interestingly, surveys conducted in North America have reported that young 
athletes list winning towards the lower end of their goals for participating in sport (Smoll & 
Smith, 2012). Having fun, learning new skills, creating friendships, and the excitement of 
playing are listed as a higher priority, with only participating to become physically fit recorded 
as less important than winning. Even though young people do not share the importance of 
winning with significant adults, they are aware of the emphasis on winning which is placed 
upon them by believing their win-loss record dictates how much a coach would favour 
selecting them (Smoll & Smith, 2012).  
Parenting behaviours on the side lines have been an issue for a number of years with 
practitioners and governing bodies going as far as introducing silent Saturdays (Dorsch et al., 
2016) or silent weekends (Stoddart, 2014) to find solutions to negative parent behaviours. This 
involved parents, spectators, and coaches remaining silent for at least one football match with 
the players themselves being the only ones allowed to communicate. The players involved in 
the silent weekend described the experiment as being much more fun. It has also been known 
for parents to be completely excluded from attending sessions in organised programmes, and 
whilst this has shown to have some benefits, Neely and Holt (2014) argue that this would 
provide limitations to a parent’s knowledge of the possible benefits they could adopt at home 
For example, by being excluded, the parents may not learn positive aspects of the coach when 
promoting PYD and won’t be able to use these when encouraging PYD with their children. 
As a way of addressing the negative perceptions of parenting in sport, and to create a 
better understanding of sport parenting expertise, Harwood & Knight (2015) put forward six 
key suggestions for parents to develop their knowledge. These six proposals are said to 
improve parents’ organisational, intrapersonal, and interpersonal skills to operate effectively 
in the youth sport environment, will help to support their child through the experience, and will 





Harwood and Knight (2015) propose parents will increase the chances for their children to 
achieve greater sporting potential, have better psychosocial experiences, and develop a range 
of positive developmental outcomes. These six parental competencies are: (a) selecting the 
correct sporting opportunities for their children whilst allowing a required amount of social 
support; (b) understanding, and then applying, appropriate parenting styles; (c) managing the 
emotional demands of competition; (d) developing strong and healthy relationships with 
significant others; (e) managing the organisational and developmental demands of sport 
participation; and (f) adapting their involvement accordingly as their children enter different 
career stages. Therefore, it is important to understand, from the perspective of the young 
people participating in sport, if their parents are creating a positive environment in which they 
can develop.  
Although growing, there is a lack of research investigating parental behaviours in sport 
and PYD outcomes in participants when compared to investigating coaches. Some of the 
qualitative and quantitative studies assessing parental perceptions are discussed below.  
Qualitative Research on Parents 
In order to gain parents perspectives on Canadian high school sport and PYD 
outcomes, Camiré, Trudel, and Forneris (2009) interviewed 20 parents who had children 
participating in four organised school sports (basketball, volleyball, football, and badminton). 
The results of this study revealed four important points: (a) parents believed they are well 
equipped to offer supportive behaviours to their children by helping them emotionally, 
financially, and/or logistically; (b) they suggest that competition becomes more important the 
older athletes get, but believe high school sports should place emphasis on participation and 
enjoyment; (c) they believe supportive, encouraging, and motivating behaviours should be 
displayed by coaches; and (d) parents believe positive behaviours and skills which benefit 
youth’s academic, social, and physical development are gained from high school sport 
participation. Whilst parents in this study had experience of high school sports from their own 
school days, a weakness of this study was that there was limited attention paid to the parents’ 





Moving away from school sport, a study by Riley and Anderson-Butcher (2012) 
investigated the impact of youth participation in a summer sports programme to enhance PYD 
outcomes in the USA. Using semi-structured interviews, these researchers gathered 
information from 10 parents from disadvantaged backgrounds whose children attended a 
summer camp with intensions to teach PYD outcomes such as social competence, social 
skills, and a sense of belonging and connectedness. Parents identified the qualities and roles 
of adult-supervisors, combining sport and life lessons, opportunity for peer and family 
interaction, and quality programme structure as important features of summer sports 
programmes. Additionally, parents believed that such features lead to the key outcomes of 
improved family and community interactions, positive changes in affect, parental peace of 
mind, and biological, social, and psychological (i.e., biopsychosocial) development. This study 
suggests that future planning of such summer programmes should look to incorporate these 
PYD aspects and provide more opportunities for disadvantaged youth to attend organised 
sports programmes. The researchers further proposed that incorporating such strategies will 
mean that young people will develop PYD outcomes to benefit them individually, as well as at 
home and in their communities. However, the transference of such outcomes was not 
measured within the study and, as such, could be assessed in future studies.   
A similar study was conducted by Neely and Holt (2014). However, instead of 
investigating school sport or summer programmes, they explored parents’ perspectives on the 
benefits their children gain from participating in organised sport, along with how they perceive 
their children obtain such benefits. A selection of 22 Canadian parents of participants from a 
multisport programme and numerous other organised sports (e.g., hockey, swimming, 
gymnastics, skating, skiing, tennis, basketball, and baseball) participated in semi-structured 
interviews. These parents specified their children developed a range of physical, social, and 
personal skills from participating in sport when coaches created a mastery-oriented 
motivational climate. Parents also claimed they were the most important contributor to their 
children’s development by reinforcing principles at home which were initially taught in sport. 





role of deliberately targeting and supporting the benefits of sport participation, something 
which can be considered a key parenting skill according to Holt and Knight (2014). Therefore, 
future studies could be conducted to gain young people’s perceptions of whether parents are 
most influential when comparing to coaches. This is investigated in Chapter 4 of this thesis 
where, along with peers, coaches and parents are investigated simultaneously.  
Another study investigating the influences of parental involvement in sport was 
conducted by Knight et al. (2016b). After interviewing 70 sports parents from the United States 
and United Kingdom, the results revealed six findings which influenced parents to become 
supporters, coaches, and providers of opportunities for their children. These six contributors 
are: (a) the youth sport context; (b) coaches and other parents; (c) concerns regarding their 
own behaviour; (d) their understanding of the sport; (e) previous experience in sport; and (f) 
their goals, expectations, and beliefs. Theses all indicate that parental involvement is 
influenced by many individual and environmental factors and highlights the importance of 
considering such factors when planning parent initiatives. However, a further line of enquiry 
could involve gaining the perceptions their children who participate in sport.  
Quantitative Research on Parents 
An early study which quantitatively examined parents’ perceptions of their attitudes 
and behaviours towards their child’s sport participation was conducted by Babkes and Weiss 
(1999). This study surveyed 227 children along with 283 of their parents (160 mothers, 123 
fathers) from a competitive state-wide football program in the United States. The purpose of 
this study was to examine relationships between parents’ reported attitudes and behaviours, 
young athlete’s perceptions of such attitudes and behaviours, and the athlete’s perceptions of 
their own enjoyment, competence, and motivation. Whilst this study provided evidence that 
children perceive their parents as providers of developmental outcomes such as enjoyment 
and intrinsic motivation, an interesting result was the parents themselves did not agree and 
found no reported relationships. Further research should examine why this was the case and 





As well as examining parents’ perspectives on their children’s PYD through sport, it is 
also important to get sporting participants’ perspectives on the roles their parents play. To do 
this, Mossman and Cronin (2018) investigated parental behaviours (praise and understanding, 
directive behaviour, and pressure) and perceived life skills development and enjoyment within 
youth football. In their investigation of 317 English youth football players, this study discovered 
that parents demonstrating praise and understanding behaviours made the largest 
contribution to participants’ life skills development (e.g., teamwork, goal setting, and 
leadership). However, this study also discovered directive behaviour and pressure contributed 
to some of the life skills measured (e.g., emotional skills, time management, and social skills). 
As this study only included recreational youth football players, where the pressure of 
performance it not as high as elite players, further studies would need to investigate if these 
findings could be replicated with more elite level participants in football and other sports. 
In order to address these points, and continuing with the athletes’ perspective on their 
parents’ involvement, Lienhart, Nicaise, Martinent, and Guillet-Descas (2020) investigated 226 
French athletes competing in 18 different sports (e.g., basketball, football, swimming, and 
judo). Three parental involvement behaviour profiles (moderate, moderate to high, and 
moderate mother and low father) were revealed based on directive behaviours, active 
involvement, praise and understanding, and pressure. Completing self-report questionnaires 
at the start and end of the season, these athlete’s had lower scores for controlled motivation, 
and autonomy frustration at the start of the season, and higher scores for competence and 
relatedness satisfaction at the end of the season, when their parental involvement was 
perceived as moderate. The study investigated parental involvement longitudinally, as well as 
using participants from elite sports. As highlighted by the authors, the results can be used to 
educate parents whose children are involved in elite sport settings.    
On this note, it has been reported that parents lack the required education when it 
comes to how they should influence their child’s sport participation. Dorsch et al. (2016) looked 
to address this in their study which designed, implemented, and assessed an education 





testing is required, the intervention suggested that children’s developmental outcomes, the 
parent-child relationships, and overall parental involvement were improved. More specifically, 
parents who took part in the full-implementation group showed more support and warmth 
towards the children, with the children reporting more enjoyment, higher competence, and 
lower levels of stress in comparison to parents from the partial and non-implementation 
groups. This provides support for the idea that parental education is key in facilitating PYD 
through sport. 
Summary of Parent Research 
It is clear from the research that parents see themselves as playing a major role in the 
development of their children through sport. Parents across these studies appreciate how 
sport can be used as a vehicle to promote PYD and how their attitudes and behaviours towards 
this can affect their child’s development. The studies reviewed have shown that in a range of 
organised sports, parents understand the importance of choosing the right sporting 
experiences for their children (e.g., Knight et al., 2016), which may involve understanding the 
philosophy of the coaches or adult leaders. A mastery-oriented motivational-climate (e.g., 
Neely & Holt, 2014) seems a key area for youth to develop in sport, so parents should try and 
select these types of sporting situations for their children. For example, parents could look 
carefully to see whether the coach is focused on self-improvement in each child as compared 
to winning games/competitions. As with coaches, parents require educating on how best to 
help their children through their sporting years. However, parental education programmes 
whilst being advised are limited. This is something which should be addressed in future 
research, with the gap between academic research and parenting practices needing to be 
bridged, in the same way as with coaches. Another important area for parental research in 
sport is the lack of studies which quantitatively assess beliefs and understandings of parents 
in sport, along with studies which ask parents which PYD outcomes they believe their children 
are learning. This could be addressed with the development of more sport-based PYD surveys 





is apparent that parents’ praise and understanding behaviours are important to athletes 
competing in recreational and youth sport.  
Peer Relationships in Positive Youth Development Through Sport 
So far, this chapter has highlighted how parents and coaches influence positive youth 
development. However, as sport participants move through adolescence and spend more time 
with their peers, the more influence they have on each other (Duncan, Duncan, Strycker, & 
Chaumeton, 2007). The definition of ‘peers’ are those persons equal to each other with 
regards to certain characteristics. Whilst research towards sports participants’ relationships 
with their coaches and parents are on the rise, studies examining peer relationships or 
interactions are less prominent and are less established in the PYD through sport literature 
(Harwood et al., 2015). This is interesting as, based on Wylleman et al.’s (2013) Holistic 
Athletic Career model discussed in Chapter 1, peers can have a growing influence on each 
other during a large period of adolescence. However, evidence does exist to suggest peer 
interactions are an important part of the youth sport environment (Murphy-Mills, Bruner, 
Erickson, & Côté, 2011). For example, research has suggested that sport participants 
continually mention youth as an influencer of motivation to participate and enjoyment through 
their support, companionship, and recognition of achievement (Murphy-Mills et al., 2011).  
However, little attention has been paid to examining peer interactions that enhance PYD 
through sport. In fact, according to Nathan et al. (2013) only one exploratory study explicitly 
investigated peer and social relationships and how they may be fostered though organised 
sport participation. This study, by Holt, Black, Tamminen, Fox, and Mandigo (2008) 
interviewed 34 youth football participants to assess their perceived group experiences. They 
discovered three levels of social complexity when examining peer relationships: interactions 
(e.g., integrating new members in the team and interacting with peers with different interests), 
relationships (e.g., dealing with conflicts), and group processes (e.g., peer leaders emerging, 
a social hierarchy, and learning to work as a team). Other research conducted so far highlights 
that both positive (e.g., peer acceptance) and negative (e.g., peer rejection) outcomes have 





these, one of the most commonly reported outcomes conveyed in literature is adolescent peer 
acceptance. Peer acceptance, along with popularity and social status, are all group constructs 
which are interchangeable and relate to someone being liked or accepted (Weiss & Stunz, 
2004).   
In order to gain a sense of identity and belonging, and to achieve acceptance from 
peers, youth find it important to find a significant role within a group or team. Sport can provide 
youth with a distinct place within a group which will see them greatly appreciated by their peers 
(Petitpas et al., 2005). Being a talented athlete is a common way for youths to be accepted 
within a group, with sport competence viewed as one of the most important attributes for peer 
acceptance (Vierimaa & Côté, 2016). This high peer acceptance, along with developing quality 
friendships, are considered to be the most essential factors for sports participation, particularly 
in a school setting (Cox & Ullrich-French, 2010). Also, acceptance and quality of friendships 
have repeatedly been linked to the PYD outcomes of increased intrinsic motivation towards 
sports participation, improved self-esteem, and better physical self-worth (Smith 1999; Daniels 
& Leaper, 2006; Vierimaa & Côtè, 2016). In this regard, peers have described the positive 
interaction they have with other teammates, along with the opportunity to develop and maintain 
relationships as key contributing factors to the positive outcome of enjoyment (Weiss & Smith, 
2002). Duncan, Duncan, and Strycker (2005) reported that friends are the most influential 
source of peer support, with Beets, Pitetti, and Forlaw (2007) discovering that a high level of 
peer support can lead to higher levels of self-efficacy. Vierimaa and Côté (2016) highlighted 
the fact that the majority of studies investigating peer acceptance have been conducted away 
from organised sports and are often informed through self-report questionnaires. These 
researchers raise the extremely important question that if the intention is to find how well 
accepted people are within a group, should it be the group who is asked for feedback as 
opposed to the individual? Therefore, these researchers are arguing that the individuals 






One area where peer interactions have been studied more prominently is within 
physical activity settings. With a view to justifying the exploration of peer relationships in youth 
physical activity, Smith (2003) reviewed the literature to date and identified some important 
considerations for research going forwards. This researcher’s recommendations involved 
focusing on (a) how peer relationships through physical activity contribute to developmental 
transitions and self-presentation; (b) the exploration of peer relationships alongside other 
social relationships within the physical activity environment; and (c) how quality peer 
relationships can be promoted through physical activity. More recently, Fitzgerald, Fitzgerald, 
and Aherne (2012) systematically reviewed the literature to explore the relationship between 
peers and physical activity amongst adolescents in the United States. By synthesising 
longitudinal, experimental, and cross-sectional research they identified six processes that 
influence physical activity: peer support, peer norms, presence of peers, friendship quality and 
acceptance, peer victimisation, and peer crowds.  
In line with the research investigating coaches and parents, peers can also play a 
negative role in sports participation which in turn, can have a major effect on the PYD outcome 
of psychological well-being. Stress and anxiety experienced through negative evaluation and 
conflict can result in unfavourable outcomes from sport (Fraser-Thomas & Côté, 2009). Along 
with this, peer victimisation has been identified as another negative outcome from peer 
relationships in sport (Storch & Ledley, 2005). Peer victimisation involves peers being a target 
of aggressive behaviour resulting in lower levels of athlete participation (Fitzgerald et al., 
2012). Research investigating peer victimisation highlights how peers criticising weight was 
more common with female participants and those considered overweight. This has resulted in 
reduced sport involvement, reduced perceived activity, and reduced enjoyment, an important 
factor of PYD through sport, in comparison with other peers (Faith, Leone, Ayers, Heo, & 
Pietrobelli, 2002). Storch et al. (2006) also discovered peer victimisation resulting in symptoms 
of depression, loneliness, and heightened anxiety, whilst Gray, Janicke, Ingerski, and 
Silverstein (2008) reported a relationship with depression and higher levels of parental 





influence on the major PYD outcome of psychological well-being. A number of articles, albeit 
small in comparison to coaches and parents, have investigated peer relationships and 
potential PYD through sport outcomes.  
Qualitative Research on Peers 
Several qualitative studies have investigated peer relationships in extracurricular 
activities and sport. One such study by Dworkin et al. (2003) looked to assess high school 
student’s developmental experiences through extracurricular activities. Overall, ten focus 
groups involving 55 adolescents revealed three themes in relation to peer relationships and 
their growth experiences developed from these relationships. Firstly, the participants revealed 
that extracurricular activities allowed them to interact with peers normally outside their existing 
network (e.g., different races or different backgrounds). Secondly, ‘broadening their horizons’ 
and interacting with these peers resulted in youth developing their empathy and understanding 
of others. Finally, loyalty and intimacy with their peers was developed over time and created 
an atmosphere which felt like family. Whilst this is an important study with regards to peers 
and PYD outcomes, the extracurricular activates the youth participated in did not involve sport.    
A qualitative study by Fraser-Thomas and Côté (2009) aimed to develop an 
understanding of adolescents’ positive and negative developmental experiences in sport. 
Interviewing 22 adolescent swimmers led them to discover three themes in relation to 
meaningful peer relationships. Firstly, sport was shown to create opportunities for the 
development of close and unique friendships which are built through common interests. The 
enthusiasm they shared for swimming, having a comparable work ethic, sharing common 
goals, and showing care and support for each other all contributed to these friendships 
developed through swimming. Secondly, the structure of the club allowed different aged peers 
to interact and create special relationships. These relationships were built on a care for each 
other and included enjoyable exchanges between younger and older athletes. Finally, the 
participants stated that swimming provided leadership and role modelling opportunities. 





or supporting their peers by cheering them on at competitions helped them to develop 
leadership and role modelling skills. It should be highlighted that this study also revealed two 
negative aspects in relation to peer relationships. Firstly, a small number of participants 
described how peers displayed jealousy and were negative towards each other. These 
behaviours have a negative influence on some participants and caused them to feel upset. 
Secondly, a poor work ethic from some was said to influence others. Thus, by some athletes 
displaying poor work ethic (e.g., messing around, or not working as they should) this caused 
others to follow suit.  
   Another study by Holt, Tamminen, Tink, and Black (2009) addressed the issue of one 
sport in comparison to numerous sports but approached their data collection in a different way. 
Holt et al. (2009) took the approach of recruiting 40 young adults, who had played a wide 
variety of competitive youth sports, and asked them to look back to their youth sport days in 
order to examine how life skills are developed through sport. Through semi-structured 
interviews it was discovered that the most significant aspect of youth sport was relationships 
between peers. Participants across all sports, whether team sports or individual, reported 
learning social skills development from peer interactions and opportunities to expand their 
social network. What is extremely important from this finding is that these participants reported 
retaining these skills in later life. This study is important as it shows organised sport as a good 
way for youth to learn important skills through sport which have meaning as they grow older.  
Quantitative Research on Peers  
Ommundsen, Roberts, Lemyre, and Miller (2005) investigated 1719 football players 
when examining the relationship between the perceived motivational climate, achievement 
goals, perfectionism, and peer relationships. It was discovered that peer relationships are 
enhanced by a mastery-orientated motivational climate, lower levels of maladaptive 
perfectionism, and moderate levels of task orientation. Thus, it is acknowledged that perceived 
peer acceptance and the quality of relationships are guided by the perceived qualities of 





relationships, fewer studies have investigated the positive outcomes of positive peer 
relationships. 
A study investigating the positive outcomes of the peer-created motivational climate 
was conducted by Garcia-Calvo et al. (2014). This longitudinal study assessed peer-created 
(along with coach-created) motivational climates and their relationships with group cohesion 
and player satisfaction in sport participation. In total, 377 players at an elite level in Spanish 
football reported that a peer-created task-orientated climate lead to better group cohesion and 
satisfaction. This points to the importance of considering peer relationships within the 
motivational climate. 
Continuing with investigations into the motivational climate, Warburton (2017) asked 
655 high school students for their perceptions of the patterns and effects of peers (and 
teachers) on the motivational climate and how this relates to achieving goals within physical 
education classes. Over the course of 12-months, students completed questionnaires on three 
occasions which showed that perceptions of peer performance climate increased. There was 
also an increase in achievement goals influenced by the peer climate which provides support 
that incorporating peer influences on the motivational climate would be beneficial to physical 
education teachers. This highlights how the peer climate can affect young people’s goal setting 
in physical education.  
Summary of Peer Research 
It is clear that more research needs to be conducted when investigating peers and 
peer relationships in sport with regards to PYD. It is clear that positive peer relations will result 
in positive outcomes for young people and the environment created by peers and the 
relationships they develop with each other appear to be important mainly in terms of the social 
environment it creates. Thus, outcomes such as team cohesion and the development of social 
skills will occur providing a mastery-oriented peer climate is created and strong relationships 
are formed.. It is also important to note that poor relationships within sport can be created if 
players are jealous of others and if some players see their teammates as displaying poor work 





problems and try to minimise them if they want their athletes to develop PYD outcomes. From 
a research perspective, it would be important to compare perceptions of peer relationships 
and environments alongside the environments and/or behaviours of their parents and 
coaches.  Essentially, based on the research discussed so far, an interesting avenue for 
investigation could involve gaining the perceptions of youth sport participants to establish 
which of the three social agents are key to PYD outcomes such as life skills (a key aim of 
Chapter 4 in this programme of works).   
Balancing the View of PYD Though Sport 
To provide a balanced view of PYD through sport, it is important to address some of 
the negative aspects of sport put forward by researchers. One academic who challenges the 
idea of PYD through sport is the sociologist Jay Coakley. Coakley (2016) raises some very 
interesting points which require attention. To begin with, Coakley (2016) questions whether or 
not programmes are effectively targeting how young people are developing PYD through sport 
outcomes which are improving communities. In this regard, Coakley (2016) argues that the 
programmes do not focus on developing communities and social change by creating 
development opportunities for young people. As PYD through sport is currently at a relatively 
early stage of consideration, a counterpoint could be to argue that specific aspects may not 
be completely proven at this juncture but may well be in due course. Another argument raised 
by Coakley (2016) is the issue of study design. In this regard, Coakley (2016) claims that until 
longitudinal research tells us otherwise, then it is naïve to suggest that sports programmes 
can foster developmental change or improve young peoples’ individual attitudes and 
behaviours. What is considered as common knowledge in PYD through sport literature to date 
is the lack of longitudinal studies (Holt, 2008; Weiss, 2016; Holt, 2016). Again, this might be 
due to the research adopting qualitative and cross-sectional designs before moving to 
longitudinal studies. What Coakley (2016) is likely suggesting is that until the full scope of PYD 
through sport is conclusively proved (e.g., transfer to areas such as university or work – 
something longitudinal studies may tell us), then some of the research to date would need to 





Another element of sport which can be recognised as producing negative outcomes, 
such as increased alcohol use is, competition. For example, the stress caused by heightened 
competition can lead to excessive alcohol use. In this regard, the competitive nature of sport 
means that both positive and negative outcomes may be produced (Hansen et al., 2003). In 
essence, competition can help with self-evaluation and character building, but at the same 
time it may challenge an athlete’s character and limit the development of personal and social 
skills. Although Peretti-Watel et al. (2003) found a link between sport participation and lower 
levels of alcohol use, studies in the early 2000s highlighted a positive correlation between 
adolescent athletes and alcohol use, particularly playing team sports (Holt & Jones, 2008). 
Perhaps some of these negative outcomes can be attributed to the adults involved 
(e.g., coaches, parents). Some researchers suggest that such adults lack the knowledge and 
understanding of how sport can be used as a vehicle to promote PYD outcomes (Coakley, 
2011). Dworkin and Larson (2006) also discovered that undesirable attributes developed 
through sport were credited to behaviours of the adult leaders, along with the peers and peer 
group dynamics. Moreover, the objectives of youth sport programmes and the significant 
variations in the philosophies of the coaches involved (e.g., win at all costs versus athlete 
development) could also play a significant part (Feldman & Matjasko, 2005; Bean & Forneris, 
2016a). These propositions can help to explain why some researchers have discovered that 
PYD is not facilitated from sport participation alone and that youth sport programmes need to 
be intentionally structured, and adequately administered, to fully improve participants’ 
development. Further highlighting some negative aspects to sport, Gilbert, Gilbert, and Trudel 
(2001) suggested that coaches who were primarily focused on winning often exploited their 
athletes, as opposed to concentrating on their developmental stages and psychological needs. 
Coaches perceived as less supportive, less encouraging, more controlling, and more 
autocratic resulted in more of their athletes dropping out from the sport (Pelletier, Fortier, 
Vallerand, & Briere, 2001). However, this was not always true. Smith, Smoll, and Curtis (1978) 
and Smoll and Smith (1989) found that coaches who were best liked delivered more technical 





Life Skills Development Through Sport 
One of the commonly researched PYD outcomes is life skills development. Life skills 
have been defined as “skills that enable individuals to succeed in the different environments 
in which they live, such as school, home and in their neighborhoods” (Danish, Forneris, Hodge, 
& Heke, 2004, p. 40). Life skills can be categorised as intrapersonal skills which are 
internalised (e.g., goal setting, emotional regulation, and focus) or interpersonal skills more 
applicable to social situations (e.g., teamwork, respect, and honesty; Bean, Kendellen, & 
Forneris, 2016). Moreover, life skills can also be behavioural (e.g., effective communication) 
and cognitive (e.g., decision making) (Danish & Donahue, 1995; Camiré et al., 2012). A 
primary objective of adolescence is to prepare youth for the expected challenges and 
difficulties they will experience in adulthood (Coleman, 2011). As such, for young people to 
succeed in such situations then they need to develop a wealth of life skills (Gould & Carson, 
2010). Developing life skills is an important part of youth as they predict sustained 
psychological health and well-being in later life (Steptoe & Wardle, 2017).  
As previously mentioned, sport has long been viewed as an ideal setting for developing 
life skills (Allen et al., 2015) due to the large number of youth who participate in organised 
sport and physical activity on a weekly basis (Weiss et al., 2016; Weiss, Kipp, & Bolter, 2012; 
Camiré et al., 2012). However, the playing of sports alone does not guarantee that life skills 
will be developed, as ideally they need to be intentionally taught to participants (Petitpas, 
Cornelius, & Van Raalte, 2008; Gould, & Carson, 2008). Research shows that life skills 
development is a difficult process and one that is influenced by a variety of factors. Exploring 
these factors is a task of upmost importance within sport psychology as the consequences 
can have an influence on young people for a lifetime. Therefore, it should come as no surprise 
that key factors influencing life skills development are the coaches, parents, and peers 
(Fraser-Thomas et al., 2005; Petitpas, Van Raalte, Cornelius, & Presbrey, 2004; Petitpas et 
al., 2008). 
Fraser-Thomas et al. (2005) state that the consistency and quality of relationships 





successful development. Access to positive role models, social support, and positive peer 
influence are included in this. However, if a coach sees their role only in terms of technical 
and physical development, then their value in terms of developing the participants 
psychosocial attributes is potentially diminished (Johnston et al., 2013). There is evidence to 
support the notion that if sport is structured in the right way and caring adult mentors surround 
the athletes, development is likely to occur (Petitpas et al., 2004; Petitpas et al., 2008). To do 
this, mastery- or caring-oriented environments are crucial to the development of life skills 
(Gould et al., 2012). Such environments are discussed in more detail and investigated further 
in Chapter 4 of this thesis. 
Life skills that young people develop through sport are often reported using a range of 
terminology, which means it is difficult to determine which life skills should be regarded as 
significant (Johnston et al., 2013). Gould, Chung, Smith and White (2006) explained that 
communication, motivation, discipline, and taking responsibility were the main life skills 
required for youth athletes to improve personal and social outcomes. To optimally develop 
athletes, Gould and Carson (2008) state that time management, dealing with stress, character 
building, decision making, communication, leadership, positive roles models, and confidence 
should be taught. Studies involving coaches, and their perceptions of the life skills they felt 
responsible for teaching, lead to character, competence, confidence, connection, and 
psychological capabilities requiring the greatest developmental input (Vella et al., 2011). 
Whereas coaches in high school and community settings reported self-confidence and respect 
as the most frequent life skills they taught (Trottier & Robitaille, 2014). This highlights the many 
different life skills being quoted in the literature. 
According to Cronin and Allen (2017), young people develop the following life skills 
through sport: teamwork (Holt, 2007), goal setting (Holt et al., 2008), time management 
(Fraser-Thomas & Côté, 2009), emotional skills (Brunelle, Danish, & Forneris, 2007), 
communication (Gould, Collins, Lauer, & Chung, 2007), social skills (Gould et al., 2012), 
leadership (Camiré et al., 2009) and problem solving (Strachan et al., 2011). These eight life 





analysed 34 PYD papers to gain an understanding of the assets required in individual and 
team sports. Cronin and Allen (2017) reported that across these papers these eight life skills 
were cited the most often and, as such, developed their LSSS (Cronin & Allen, 2017).   
A limitation to the life skills development literature is that most of the research on life 
skills has been conducted in western countries, with North America contributing to the majority 
of the research to date (Whitley et al., 2016). Due to this, Whitley, Wright, and Gould (2016) 
highlighted the importance of life skills being developed in youth from non-Western countries. 
In their study of 19 South African coaches, discipline, leadership, time management, 
communication, and social skills were considered as universal life skills developed in 
underserved South African communities. However, these coaches also perceived ‘context-
specific’ life skills to be important. ‘Context-specific’ life skills refer to the challenges that are 
more unique to the contextual and cultural concerns faced in their environments. For example, 
certain countries may develop life skills in relation to disease prevention, avoiding drug use, 
or lowering violence rates.   
Gould and Carson (2008) have argued that youth coaches should intentionally teach 
life skills and foster positive development outcomes and that the sporting environment should 
be purposely structured to provide these opportunities. This supports previous research by 
Hodge (1989) who specified that life skills should be ‘taught’ to participants as opposed to 
being ‘caught’ from participation alone. On this topic, Bean and Forneris (2016b) conducted a 
study with 23 youth sport coaches to understand their perceptions of life skills development. 
This study generated themes based on coach perceptions. Of these themes, an interesting 
discovery was that coaches still perceive life skills to be a by-product of sport participation and 
transferring these skills will automatically occur. Another outcome suggested that the coaches 
understand the value of intentionally teaching life skills; however, they would appear to lack 
the knowledge of how to explicitly implement these into their coaching practices. This is an 
important point as for skills to be considered life skills they should be transferred to different 
environments (Gould & Carson, 2008) and these environments should be different to the one 





may be developed through sport should be transferrable to working as part of a team on a 
school project. 
Life Skills Development: Qualitative Studies 
Various qualitative studies have investigated the life skills young people develop 
through sport. Holt et al. (2008) interviewed 12 players and their coach from a Canadian high 
school football team and observed the team during practice and on matchdays. The players 
reported they learned about leadership, teamwork, respect, goal setting, time management, 
and personal responsibly. However, it was reported that the coaches taught these life skills 
implicitly by providing structure and through their actions, as opposed to explicitly. However, 
a limitation of this study was that it only investigated one sport.  
 Addressing this limitation, Camirè et al. (2009) investigated if life skills are developed 
in a variety of sports by Interviewing 20 Canadian athletes representing football, badminton, 
volleyball, and basketball. This study found that the athletes perceived they were developing 
social skills, teamwork, time management, initiative, and leadership through playing their 
sport. As both of these studies were focused primarily on the perceptions of the athletes 
themselves, it would be interesting to get the views of sports coaches.  
 With that in mind, Strachan et al. (2011) conducted interviews with five Canadian 
coaches working with elite athletes from swimming, gymnastics, and diving. These coaches 
credit their athletes with developing teamwork, goal setting, social skills, time management, 
organisational skills, decision making, mental toughness, and work ethic through their sport. 
Some of these life skills coincide with the life skills perceived to have been developed in the 
earlier studies.  
Continuing with the coach perspective, Trottier and Robitaille (2014) interviewed 12 
high school basketball coaches and 12 community swimming coaches to better understand 
the perceived role in developing life skills. Overall, the coaches highlighted they were 
committed to promoting life skills within their sessions and adopted various teaching 
strategies. The most common life skills they claimed to teach were self-confidence and 





reported by a high number of the coaches. These are positive findings but should be treated 
with a little caution as the coaches in the study were purposely selected due to their philosophy 
of holistic development.   
To summarise, these qualitative studies imply that young people are learning a range 
of life skills through a variety of sports. It is also positive that these are the perceptions of both 
the athletes themselves and the sports coaches. As these studies were qualitative in their 
approach, the life skills were not measured quantitatively using appropriate measures. As 
such, some of the key quantitative studies will be reviewed below.  
Measuring Life Skills 
Hansen and Larson’s (2002) development of the Youth Experiences Survey 1.0 (YES 
1.0) was central to quantitative life skills research. This survey was originally developed to 
assess the developmental experiences of identity work, initiative, emotional regulation, 
teamwork and social skills, interpersonal relationships, adult networks, and negative 
experiences. These opportunities demonstrate life skills development and other learning 
experiences through extracurricular activities such as music or drama. A study using the YES 
1.0 with sports participants by Larson et al. (2006) discovered that sport may play a key role 
in the context of life skills development. This study found that sports participants perceived 
higher levels of initiative, emotional regulation, and teamwork than participants in activities 
such as performing arts or academic clubs. Hansen and Larson (2005) later devised an 
upgraded version of the YES 1.0 called the YES 2.0. Studies utilising the YES 2.0 (e.g., Gould 
et al., 2012; Strachan, Côté, & Deakin, 2009; Taylor & Bruner, 2012) found problems with the 
internal consistency reliability with the emotional regulation subscale. Also, the YES 2.0 was 
never revised for the context of youth sport, which could explain the low reliability scores.  
Adapting the YES 2.0 to make it more sport-specific, MacDonald et al. (2012) 
developed the Youth Experiences Survey for Sport (YES-S). As previously mentioned, this 
new scale measures personal and social skills, cognitive skills, goal setting, initiative, and 
negative experiences. Vella, Oades, and Crowe (2013a) utilised the YES-S with 455 youth 





social skills, goal setting, and initiative through playing football, and less about cognitive skills. 
Further studies have used the YES-S and found similar results (e.g., Bruner, Eys, & Côté, 
2014; Cronin & Allen, 2015). However, despite the YES-S being an encouraging measure, 
these studies only offered evidence for the internal consistency reliability of each subscale, 
leaving other forms of validity and reliability untested over time.  
To rectify this, Sullivan, LaForge-MacKenzie, and Marini (2015) aimed to confirm the 
five-factor structure of the YES-S using confirmatory factor analysis (CFA). In their sample of 
350 team sport athletes, this study did confirm the five-factor structure of the YES-S; however 
the number of items had to be reduced from 37 to 22 due to items displaying poor factor 
loadings. This new short-form version of the YES-S displayed excellent internal consistency 
and is deemed a suitable measure to gauge youth experiences within sport. However, as 
declared by Cronin and Allen (2017), there are other life skills young people develop through 
sport that are not measured by the YES-S. 
 To address an important gap in the research literature, the previously discussed LSSS 
(Cronin & Allen, 2017) was developed to measure eight key life skills developed through sport. 
In a relatively short space of time, the LSSS has been frequently utilised (e.g., Cronin & Allen, 
2018; Mossman & Cronin, 2018). Along with this, it has also been adapted for use with 
coaches (Camiré, Rathwell, Turgeon, & Kendellen, 2019), and into languages such as Korean 
(Lim, Kwon, Yang, Yun, & Bae, 2019), French (Sabourin et al., 2019), Turkish (Açak & Düz, 
2018), and Portuguese (Nascimento-Junior et al, 2020) demonstrating its growing importance 
worldwide. Cronin and Allen (2018) utilised the LSSS to assess how the coaching climate 
effects athletes’ life skills development and psychological well-being in sport. In their study 
with 326 youth sport participants, these researchers revealed that young people were 
developing teamwork, goal setting, social skills, problem solving and decision making, 
interpersonal communication, time management, emotional skills, and leadership through 
sport. Also, they discovered that coach autonomy support was positively related to 
participants’ life skills development and psychological well-being. Along with this, participants 





self-esteem, positive effect, and satisfaction with life. This provides evidence of the mediating 
relationship between the coaching climate and psychological well-being. Whilst this is a 
positive addition to the research area, such a cross-sectional study focusing only on 
investigating athletes perceptions of the coach cannot determine the other factors that are 
influencing life skills development through sport (e.g., parents). 
 Addressing this limitation, Mossman and Cronin (2018) used the LSSS to investigate 
the relationships between parental behaviours (praise and understanding, directive behaviour, 
and pressure) and athletes’ perceived life skills development through sport. Investigating 317 
youth football players, this study again found that participants perceived they were developing 
life skills through sport and that the parental behaviour of praise and understanding was a key 
contributor to the outcome variables. Interestingly, this study also discovered that pressure 
and directive behaviour contributed to the development of some life skills.  
Collectively, these quantitative studies suggest that sport teaches young people a 
variety of life skills. It is encouraging that the measures described are reliable and valid and 
they should be used further, and in conjunction with other measures, to assess what 
contributes to participants life skills development in sport. In turn, once the development of life 
skills has been established, further mediating relationships can be measured. Alongside these 
studies, some research has also investigated life skills transfer. 
Life Skills Transfer 
Along with promoting the learning of life skills in sport, youth sport researchers and 
practitioners are interested in the transfer of life skills to other domains. Just like developing 
life skills, the process of transferring these skills from sport to non-sporting domains (e.g., 
home or school) is an ongoing process which is developed over time (Pierce et al., 2017). Life 
skills transfer is acknowledged as a challenging process and why or how the transfer process 
occurs from one domain to another is yet to be established (Pierce et al., 2017). Petitpas et 
al. (2005, p. 272) identified an essential component of physical activity-based development as 
being “learned skills that are effective in domains beyond the immediate activity”. It can be 





transferred to others such as school or at home, as these environments differ from where they 
were initially taught (Allen et al., 2015). Pierce et al. (2017) reported three essential 
components in the life skills transfer process: the individual learner (e.g., motivation and 
cognitive ability), the learning context (e.g., the environment created by external assets such 
as coaches and parents), and the transfer context (e.g., the individual learner applying skills 
to other domains). These researchers also proposed that the individuals’ internal and external 
assets, along with their life experiences to date, must be considered when trying to understand 
life skills transfer. 
When conducting a study to see if 20 underachieving male students between 12-13 
years of age could transfer life skills from sport to education, Allen et al. (2015) discovered 
five higher order themes which are (a) support from peers (through group activities and 
friendship); (b) pride (a sense of personal achievement and proud parents); (c) opportunities 
(teacher attitudes, learning experiences, and transfer opportunities); (d) rewards (motivation 
to learn and individual development); and (e) transfer experience (using life skills in other 
domains). Chinkov and Holt (2016) qualitatively investigated life skills transfer in 16 adults who 
competed in Brazilian jiu-jitsu. Through semi-structured interviews, all participants reported 
that their involvement in the sport had a positive effect on their lives with some making powerful 
statements such as: “it changed my life and the lives of everyone” (Chinkov & Holt, 2016, p. 
144) and “It’s no exaggeration to say that is has probably added decades to my life” (Chinkov 
& Holt, 2016, p. 145). This participant was referring specifically to the weight loss due to 
participation in the programme. The acquisition of four life skills reflecting values and 
characteristics of the sport were reported: respect for others, perseverance, self-confidence, 
and healthy habits. The acquisition of life skills was facilitated by the head instructors and 
support from their peers. Combined, the values of the sport, instructors, and peers created an 
atmosphere for learning life skills implicitly. 
Researchers such as Jacobs and Wright (2019), along with Kendellen and Camiré 
(2020), have explained that many life skills transfer studies have been qualitative in nature 





originally discussed how athletes transfer life skills learned in sport to areas away from sport, 
but there have been no supplementary research to assess if transfer is occurring. Also, given 
that transfer is a key aspect of the process of developing life skills through sport, it is a little 
surprising that there has been limited focus or evidence of the transfer process occurring (Holt 
et al., 2017; Jacobs & Wright, 2019; Pierce, Erickson, & Dinu, 2019). So, whilst transfer is 
important and regularly discussed in the qualitative literature, further research is needed to 
establish if life skills transfer from sport to other areas of life. Chapters 3 and 5 will investigate 
these points in more detail.  
Combining Research and Practice - Intervention Programmes 
There are a number of intervention programmes that are designed to explicitly teach 
PYD outcomes through sport. Bean and Forneris (2016a) examined a number of these 
programmes (over a one-year period) and discovered that, from the youth participants and 
researchers’ standpoint, intentionally structured programmes scored significantly higher on 
programme quality and PYD outcomes in comparison to non-intentionally structured 
programmes. This provided support to Theokas, Danish, Hodge, Heke, and Forneris (2008) 
who stated that intentionally teaching life skills within a sporting context or programme is a 
more effective process. However, as highlighted by Holt et al. (2020), coach education 
programs and youth sport programming lack the required PYD-related training.   
When starting to research sport as a developmental environment in the early 1990’s, 
Danish and colleagues at the Life Skills Centre (Virginia Commonwealth University) began to 
look at life skills intervention programmes within sport. Such programmes originated from the 
Life Development Intervention athlete approach (Danish, Petitpas and Hale, 1992; Cox, 2016).  
Since this time, the main intervention programmes within the youth development research 
have been: Sports United to Promote Education and Recreation (SUPER; Danish, 2002); Play 
it Smart (Petitpas et al., 2005); and the First Tee (Weiss et al., 2013). Along with these are 
Harwood’s (2008) 5Cs programme for use in youth academy football, and Strachan et al.’s 





are progressing with developing PYDSportNET. The following passage will provide a brief 
overview of some these programmes  
Firstly, Sports United to Promote Education and Recreation (SUPER) is based on the 
non-sport GOAL programme (Danish, 2002). The goals of SUPER are to teach participants 
that (a) relationships exist between performance excellence in sport and personal excellence 
in life; (b) mental skills can improve sport and personal performance; (c) the importance of 
setting and maintain goals in sport and life; (d) overcoming goal setting obstacles is possible; 
and (e) being healthy and physically fit are important for sport participation. SUPER is 
communicated via sports clinics with the participants involved in three sets of activities: 
developing the sport specific physical skills, life skills development relating to sport, and actual 
playing of the sport (Papacharisis, Goudas, Danish, & Theodorakis, 2005). SUPER is a peer-
led programme usually consisting of eighteen, 20 - 30-minute sessions. However, this has 
been adapted by researchers due to organisational and time constrictions (Cox, 2016). An 
eight-session condensed version (15 minutes per session) was evaluated by Papacharisis et 
al. (2005) where they integrated the SUPER content into regular sport practice sessions as 
opposed to the original stand-alone clinics. Two separate studies, involving 72 Greek 
participants were conducted, with all participants chosen based on age (10-12 years), a 
minimum of two years’ experience in regional children’s championships and participation in 
regional leagues of the same level. Study 1 involved female volleyball players and study 2 
involved male football players and in each study the participants were randomly assigned to 
either an experimental or control group. To gain an understanding of their current awareness 
of goal setting, problem solving, and positive thinking, participants completed a 10-item 
knowledge test (Papacharisis et al., 2005). Pre- and post-intervention they also completed a 
15-item self-belief measurement in relation to the aforementioned themes (Cox, 2016) along 
with a sport specific skills test. Results indicated that athletes in the experimental group 
enhanced their sport specific skills, demonstrated a greater knowledge of life skills, and 
indicated higher self-beliefs for goal setting, problem solving, and positive thinking when 





young athletes can still improve their sports skills when taking part in a life skills intervention 
when the life skills training is appropriately inserted into sports practices (Papacharisis et al., 
2005). Therefore, coaches primarily concerned with performance should be aware that life 
skills development does not take place at the expense of performance – rather it adds to 
performance.   
 Next, Play it Smart (Petitpas et al., 2004) is a programme developed for at-risk youth 
in America. The elements of this programme include: setting goals, using academic coaches 
to improve participants’ performance in school, aiding participants to transfer these skills, 
providing leadership roles for participants outside of sport, and team building activities. A pilot 
study over a two-year period revealed that academic performance was most improved in 
participants taking part in the Play it Smart programme. Encouragingly, from the 252 
participants who took part in this research, grade scores improved and 83% of participants (in 
their final high school year) progressed to higher education. 
Another important programme is The First Tee life skills programme (Weiss et al., 
2013). Broadly based on the Petitpas et al.’s (2005) PYD framework (Holt et al., 2020), The 
First tee programme is a sport-based PYD programme in golf which includes a curriculum to 
train coaches on how to teach life skills (e.g., meeting and greeting, managing emotions, goal 
setting, and making healthy choices) and life skills transfer. Weiss and her colleagues have 
conducted several studies to test the effectiveness of The First Tee. Firstly, Weiss et al. (2013) 
interviewed 95 youth participants, 26 coaches, and 24 parents of the youth participants to 
assess what life skills were being learned through the programme (e.g., Meeting and greeting, 
showing respect, and managing emotions) and how these were transferred to other, non-sport 
domains (e.g., School, home, and workplace). The programme was considered a success, 
and this was credited to four key components: 
1. Collaboration between context, program delivery, and intentional structure, 
2. Training for coaches, teaching strategies, and coach behaviour, 
3. Integrated life skills and sport focus, 





Next, Weiss et al. (2014) conducted a study when developing the Life Skills Transfer Survey 
(LSTS). The LSTS is a measure used to assess the influence of PYD programmes on teaching 
life skills that can be transferred to non-sport domains (e.g., set goals to improve grades at 
school). In a follow-up study, Weiss et al. (2016) used the LSTS to assess the extent 405 
youth participating in the First Tee were transferring what they had learned to other areas of 
life, in comparison to 159 youth participating in other activities. This study discovered that 
youth in the First Tee scored better than youth in other activities on transferring five out of 
eight life skills (meeting and greeting, self-management, conflict resolution, appreciating 
diversity, and seeking others’ help) to school, home, and other everyday domains. Youth in 
The First Tee also scored favourably to youth in other activities on six from eight 
developmental outcomes (behavioural conduct, preference for challenging skills, 
responsibility, perceived academic competence, and self-regulated learning) than participants 
in the comparison group. Another important factor was scores remained relatively consistent 
over a three-year period. Holt et al. (2020) describes The First Tee as the ‘gold standard for 
PYD research’ as it involves a clear attempt to bridge the gap between research and practice. 
 Another programme focusing on golf is PasSport4Life (Cox, Neil, Oliver, & Hanton, 
2016). This UK-based life skills programme focuses on six key skills related to resilience, 
positive adaptation, and critical thinking. Four skills (problem solving, managing emotions, 
utilising social support, and goal setting) are taught as distinct skills, whereas two skills 
(reflection and communication) are incorporated throughout the programme. These skills are 
taught via discussion-based and then performance-based tasks, with the latter incorporating 
the development of life skills and sport-specific skills simultaneously. An interesting feature of 
this programme is that participants, after learning and developing the six skills, are then 
presented with sport-based tasks aimed at developing an understanding of how to transfer the 
skills to non-sport domains. Whilst this programme is another excellent attempt at bridging the 
gap between research and practice, it would be useful to see its longitudinal benefits and if a 





 A programme aimed at various sports, however not academically developed, is PCS 
Plus (Winning Scotland Foundation, 2020). This foundation aims to teach young people life 
skills through sport whilst removing the ‘win at all costs’ mentality. The PCS Plus programme 
is intended to equip sports clubs, coaches, and parents with the tools to enable them to 
develop youth holistically. Focusing on five key areas (mastery, confidence, mindset, life skills, 
and values), the programme offers workshops and resources to the sports clubs, coaches, 
and peers in order for them to create positive environments in and out of sport. Importantly, 
this programme is endorsed by the Scottish Football Association (Scotland’s national 
governing body for football), Scottish Rugby, and Sports Scotland. Future research could 
investigate the success of the programme and see if participants are developing life skills in 
sport and transferring them to other areas of their lives.  
 Finally, Holt et al. (2018) have developed PYDSportNet, a programme created from a 
combination of research and knowledge users (termed knowledge translation) and has the 
overall aim to promote PYD through sport via enhanced research evidence. Developing 
PYDSportNet has followed a thorough process based on various studies (e.g., Holt et al., 
2017) and used much of the research evidence in the area of PYD through sport (see Holt et 
al., 2017; Holt et al., 2018). This programme has yet to be fully implemented and further steps 
include more focused knowledge tailoring, evaluation of the impact of activities, and further 
collaborations (Holt et al., 2020).  
 Whilst these programmes are important to the research area, it is clear that there is a 
need for more thorough intervention-based research (Holt et al, 2020). If these programmes 
are considered effective, there is the requirement to examine them further and make 
continuing improvements. As accurately discussed by Holt and colleagues (2020), 
researchers need to design programmes from arduous considerations of the existing research 
and underpinned by sound theoretical knowledge. Also, targeted outcomes of such 








 Researchers have been focusing on PYD in contexts outside of sport for many years 
(Weiss, 2016). Yet, from reviewing the literature, it is clear that sport can an ideal setting for 
promoting PYD. It is apparent that the social agents of coaches, parents, and peers play a key 
role in creating environments that promote PYD through sport, with the coaches deemed most 
important. However, this is a predictable assumption given that the research is heavily 
weighted towards investigating coaches influences. Therefore, further research should be 
conducted to assesses the impact of parents and peers, and all three social agents 
simultaneously, to gain a clearer understanding of who is deemed most influential. Whilst there 
has been some excellent work focusing on intervention programmes and the attempt to bridge 
the gap between research and practice, more work needs to be done to make sport the 
number one setting to promote PYD. Along with developing PYD outcomes in sport, a key part 
of the overall process is firstly if, then how these outcomes can be transferred to areas away 
from sport (Pierce et al., 2017; Holt et al., 2017). A key area of focus within the PYD through 
sport research has been life skills development with an array of life skills, along with other 
PYD outcomes, being highlighted in the research literature (Johnston et al., 2013). However, 
with this research being slightly outdated at this stage, an updated review study is required. In 
fact, a systematic review assessing the quantitative PYD research to this point would go a 
long way to providing a clearer picture as to the current state of play and future directions for 
this increasing and complex research area. As such, the next Chapter of this thesis will 
address these points. This review study will also help to confirm and inform the next areas to 
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The Systematic Review 
The systematic reviewing of literature has been acknowledged as an appropriate and 
useful research methodology since early in the twentieth century (Dickson, Cherry, & Boland, 
2014). Fink (2010) describes a systematic review, as a “systematic, explicit, and reproducible 
method for identifying, evaluating, and synthesizing the existing body of completed and 
recorded work produced by researchers, scholars, and practitioners” (p. 3). Systematic 
reviews are becoming increasingly common in modern research literature and are considered 
the gold standard when investigating a research topic (Dickson et al., 2014; Moher et al., 
2015). They are aimed at discovering, evaluating, and combining evidence on a particular 
research question in a specific research area. In doing so, instructive and evidence-based 
responses should be found, thus enabling the discovery of the required answers to a research 
question (Dickson et al., 2014). To do this effectively, there is a specific path the review 
process should follow.  
To begin with, systematic reviews require a protocol where the justification, hypothesis, 
and strategic methods of the review are explained. Such protocols are important as they help 
in assisting the reviewer to understand and appraise the review methods and detect any 
modifications to such methods or the completed review (Moher et al., 2015). The preparation 
of a systematic review protocol can also enhance the reliability of the review, which should 
assist the research team in ensuring a consistent approach and provide transparency in the 
completed systematic review. The systematic review protocol used in this study followed the 
PRISMA-P guidelines recommended by Moher et al. (2015). Within the protocol there is the 
requirement for certain stages of consideration, such as: identifying the research question, 
defining an inclusion and exclusion criteria, database search for relevant articles, selection of 
studies based on pre-defined criteria, data extraction from included full-text articles, quality 
control, and presentation of results.  
Introduction 
As highlighted in Chapter 1, research exploring PYD through sport is well in to its 





best ways in which sport can be used as a vehicle to help drive the positive development of 
young people (Fraser-Thomas et al., 2005; Petitpas et al., 2005). Throughout this time, youth 
sport has repeatedly been acknowledged as an ideal setting to promote PYD (Holt & Sehn, 
2008) due to its popularity with youth (Camiré et al., 2012) and its interactive, emotional, and 
socially involved nature (Danish, Forneris, Hodge, & Heke, 2004; Fraser-Thomas et al., 2005; 
Hellison, Martinek, & Walsh, 2008). As outlined in Chapter 1 of this thesis, several 
conceptualisations have been proposed which aim to outline the outcomes deemed important 
to PYD (e.g., Benson, 2006; Lerner et al., 2002). These conceptualisations have resulted in a 
large number of PYD outcomes being reported (Johnston et al., 2013). However, establishing 
which PYD outcomes are most important is difficult due to varying terminology and models 
which have been proposed over the years (Johnston et al., 2013).  
In an attempt to overcome these challenges, a number of review papers in PYD 
through sport have been conducted in recent years. First, the Johnston et al. (2013) review 
aimed to inform the research area of the important assets young people develop through sport. 
A search of academic databases resulted in 34 articles being selected for analysis. This article 
search and subsequent analysis helped to achieve the researchers’ objective of developing 
an understanding of the key attributes considered important for the positive psychological, 
social, and emotional development of young swimmers. However, although this study was 
looking for assets that may be used with swimmers, articles from all sports were reviewed. 
From an overall list of key themes, these researchers discovered five higher-order categories. 
Within these categories there were also individual assets.  
1. Self-perceptions - perceived sport competence, self-esteem, and clear and positive 
identity. 
2. Behavioural skills - organisation, discipline, and self-appraisal. 
3. Social skills - communication, conflict resolution, cooperation, and leadership. 
4. Approach characteristics - character, positive attitude, motivation, and resilience. 






These themes and individual assets emerged after 10 expert swimming coaches, youth 
practitioners, and youth sport academics were consulted to critically appraise an original 17 
grouped constructs containing 113 properties. Regarding these 113 individual properties, 
Johnston and colleagues (2013) discovered some of the key PYD through sport outcomes to 
be confidence, goal setting, time management, personal responsibility, problem solving, 
motivation, developing relationships, and leadership (see Johnston et al., 2013 for the full 
review). This paper has been considered important to PYD through sport research and has 
informed other important advancements such as the development of the LSSS (Cronin & 
Allen, 2017) which focuses on eight life skills that were the most cited in the Johnston et al. 
(2013) review of articles. A limitation of the Johnston et al. (2013) study is that their main 
outcome focus was swimming. In this regard, swimming coaches may have picked outcomes 
and created themes specific to swimming and, with swimming being predominantly an 
individual sport, important outcomes regarding PYD in all sports may have been overlooked. 
Also, as the article search in this paper was conducted in 2010, the 113 properties discovered 
in this review may have increased further in the succeeding years. Therefore, a more 
comprehensive review of the literature would be required. 
Addressing this, a recent integrative review of sport-based youth development was 
conducted by Jones et al. (2016). The purpose of this review was to understand how the key 
phases of the change process have been incorporated into sport-based youth development 
research. A search of academic databases resulted in a comprehensive number of 185 articles 
being selected from sport and non-sport journals.  These researchers discovered the majority 
of studies placed a primary focus on individual outcomes (i.e., sport attitudes and youth 
development outcomes associated with sport participation). Sport competence, motivation, 
and enjoyment were discovered to be the three most frequently studied sport-related attitudes, 
with 90% of the articles covering at least one of these constructs. The finding in relation to 
sports motivation is interesting as this is considered a key outcome which can be transferred 
and plays a key role in the achievement of academic competence (i.e., being motivated in one 





common youth development outcomes reported were academic competence, social 
competence, confidence, and positive identity. With that being said, the transference of key 
skills was only discussed in a small selection of studies, with precise numbers not provided by 
the researchers. Another interesting finding was the lack of studies investigating both the 
sporting context (e.g., coaches and teammates) and the non-sporting context (e.g., community 
and school) together. This relates to Coakley’s (2016) critique that there is a need for further 
research to explain the relationships between youth sport programmes and the wider 
community in order to establish the potential connections. Whilst Jones et al.’s (2016) review 
highlighted some important points, there are some issues which should be addressed. Firstly, 
as highlighted by Holt et al. (2017), this study did not satisfactorily analyse the qualitative work 
in existence, which prevented the development of new theoretical considerations. Next, some 
important studies were absent from their selection (Holt et al., 2017) and the researchers 
focused mainly on trends and constructs studied together. Finally, there is a lack of information 
on the measures utilised in the quantitative studies which were analysed in the review. 
Addressing some of these points, Holt et al. (2017) conducted a review and evaluation 
of qualitative PYD through sport studies and combined the findings to create a model of PYD 
through sport. These researchers reviewed only qualitative studies as they were said to 
dominate the PYD through sport literature (Weiss, 2016; Holt et al., 2017). A search of 
academic databases resulted in 63 articles being analysed during this review. The meta-data 
analysis resulted in the creation of a model highlighting three main themes: PYD climate, life 
skills programme focus, and PYD outcomes. The PYD climate is described as a social setting 
which allows youth to enhance experiences which will contribute to PYD outcomes and 
includes the key features of adult relationships (coach/leader), peer relationships, and parental 
involvement. Next, these researchers suggest that a life skills focus allows youth to gain PYD 
outcomes through programmes which focus on developing life skills and promoting transfer. 
Life skills building activities and transfer activities are the key features highlighted under this 
theme. Lastly, PYD outcomes refer to the outcomes reported through PYD and these include 





social domain (e.g., leadership and communication skills), and physical domains (e.g., 
movement skills and healthy lifestyle). According to Holt et al. (2017), a distal ecological 
systems context frames the model and PYD outcomes can be gained through implicit or 
explicit processes. As acknowledged by Holt et al. (2017), and what could be considered a 
limitation, is that quantitative studies still need to be included in a review of this nature. One 
proposal from this study is that PYD outcomes developed through sport may assist youth to 
thrive and have a benefit for their communities – this is referred to as transfer. Whilst transfer 
is considered an important aspect of PYD through sport, it should be noted that within this 
review study the authors only make reference to coaches having discussions with their 
athletes regarding the importance of transfer without assessing how, or even if, transfer 
actually occurred. 
Addressing the area of transfer, a review which focused on life skills transfer was 
conducted by Pierce et al. (2017). These researchers explained that for a skill developed in 
sport to be considered a life skill, it must be successfully transferred and applied away from 
the sporting domain in which it was developed. In their review, Pierce and colleagues (2017) 
aimed to define and create a model of life skills transfer.  Within their model, these researchers 
propose eight psychological processes which influence transfer. Ordered from unconscious to 
conscious processes, these are labelled:  
1. Unconscious personal reconstructions - much of what youth learn and transfer is 
implicit and occurs without knowledge. 
2. Satisfaction of basic psychological needs - youth whose needs for autonomy, 
competence, and relatedness are satisfied will more likely transfer life skills. 
3. Confidence - having the confidence and belief to transfer life skills will assist in the 
transfer process. 
4. Level of engagement - a lack of engagement or interest could hinder the transfer 
process. 
5. Awareness of transfer possibilities - having the knowledge of how to transfer life skills 





6. Perception of support - how the support from appropriate adults is perceived important 
by the athlete. 
7. Perception of similarities - finding links between the sporting and non-sporting 
domains. 
8. Meaningfulness of learning - being able to generalise skills beyond the original learning 
context (in areas beyond where they were originally developed).   
Within the model, four transfer context factors are also presented. These four factors refer to 
how life skills learned in sport can be transferred to non-sport situations and how relationships 
between both can help with the process. These factors are: 
1. Similarity of context - how transfer can be facilitated in environments that are similar 
versus environments which are not. 
2. Opportunities to use skills - transfer is dependent on the opportunities afforded to the 
learner away from sport. 
3. Support for transfer - having support from instructors, colleagues, peers, or leaders. 
4. Rewards for transfer - providing intrinsic or extrinsic rewards for transferring skills. 
This review resulted in an extremely comprehensive model of life skills transfer. However, as 
acknowledged by the authors themselves, the model is not required to be tested in its entirety. 
Whilst this study explains the processes and inputs for life skills transfer, the researchers failed 
to report if or how transfer occurs, and the study fails to give advice on how to measure 
transfer. 
Justification For The Current Review 
This systematic review was informed by, and aimed to build on, some of the 
recommendations and limitations of the reviews discussed above. Firstly, as highlighted by 
Holt et al. (2017), quantitative studies need to be included in a review to combine the evidence 
base. Therefore, this review will solely focus on quantitative PYD through sport studies. As 
previously mentioned, the Johnston et al. (2013) paper is important as they established 113 
potential outcomes of PYD. The current review focused on giving an up-to-date analysis of 





Johnston and colleagues conducted their search in 2010, an important contribution of the 
current review was to add to this by including papers after this date, whilst also looking for 
potential new PYD through sport outcomes. Also, as the Johnston et al. (2013) review had a 
swimming focus, this current review built on this by looking at all sports. Moreover, based on 
a limitation in Jones et al.’s (2016) review, where they focused on relationships between 
themes, this review looked for individual outcomes to clarify which are considered most 
important within the PYD through sport literature and which of these are being measured with 
valid and reliable quantitative instruments. An emphasis on the validity and reliability of the 
measures used will be an addition to the research literature as it is an important aspect of 
research yet often overlooked. Finally, building on Pierce et al.’s (2016) life skills transfer 
review, there will be a strong focus on transfer and how this is being measured within PYD 
through sport. At this point, it must be acknowledged that even though these review papers 
are of great importance to the field of PYD through sport, the area remains a ripe ground for 
more rigorous and mechanistic research (e.g., further investigation of the exact inputs and 
outputs of PYD through sport). As evidenced, the varying terminology has made it difficult to 
ascertain which life skills and other PYD through sport outcomes are important when looking 
at the development of youth sport participants. Therefore, further investigation and statistical 
analysis will help to advance both academic and practitioner understanding and knowledge of 
PYD through sport.  
To achieve these objectives, the overall goals of this review addressed two specific 
objectives: to review and evaluate quantitative studies of PYD through sport, and to analyse 
and synthesise the findings from these studies. Therefore, the main aims of this review are to 
acknowledge the key outcomes being mentioned in the PYD through sport research. Once 
established, an important addition to the research was to see how many of these outcomes 
are being measured using valid and reliable measures, along with an assessment of the 
quality of the most utilised measurement tools. The outcomes are discussed in three key 
groupings which are considered important outcomes of PYD through sport: life skills, personal 





deal with the demands and challenges of everyday life (Hodge & Danish 1999), personal 
outcomes are PYD outcomes concerning the personal development of the young people (Holt 
et al., 2017), and social capital refers to the value of social networks which allows diverse 
people to bond in positive environments (Dekker & Uslaner, 2001). Finally, this review 
searched for any current trends within the research area and identify gaps for future research.  
Method 
Procedures 
In line with best practice recommendations (i.e., Boland, Cherry, & Dickson, 2017; 
Fink, 2010), a clear search strategy was set out by the PhD candidate and then later agreed 
with the research team. As suggested by Boland et al. (2017), database and keyword 
searches were also developed in consultation with a research librarian at the PhD candidate’s 
institution (Paterson, Thorne, Canam, & Jillings, 2001). The librarian is a useful resource in 
such cases as they possess expertise in how to search databases effectively, so as not to 
miss any potential papers (e.g., due to incorrect terminology entered in databases). In order 
to provide as much consistency as possible with article selection, search terms were informed 
by the recent systematic review of qualitative studies by Holt et al. (2017). The search was 
conducted in May 2017 and studies were searched for which matched the inclusion/exclusion 
criteria outlined below. Example search terms are outlined in Appendix A of the thesis.  
Inclusion/Exclusion Criteria 
To be considered for inclusion, it was agreed that studies must have met the following 
criteria. First, they must have referenced PYD in the title and/or abstract or have made a clear 
indication to have investigated some aspect of PYD through sport (e.g., life skills, life skills 
transfer, health, and well-being). Second, studies must have been conducted with participants 
in organised and adult-supervised sport (e.g., sports teams and physical education classes) 
or other settings that included sport activities (e.g., summer camps and after-school clubs). 
This included studies examining adult-leaders (coaches), peer mentors, or parents of youth 
sport participants. Third, with the term ‘PYD through sport’ being consciously introduced to the 





published from 1 January 2005 onwards were included. Fourth, only papers published in peer-
reviewed journals and in the English language were included for analysis. All demographic 
variables such as gender and country were included and due to some studies sampling 
coaches and parents, there was no age limit set. Papers were excluded if they did not contain 
original research data (e.g., systematic/literature reviews, conference abstracts). All qualitative 
papers were excluded, with mixed-methods articles only included if the quantitative data was 
clearly presented so that it could be analysed for this review. 
Screening and Selection of Studies 
The initial search in May 2017 returned 1571 articles (see Figure 1). After duplicates 
were removed the number of articles was reduced to 1046. This was further reduced to 831 
articles after an initial screening check of the titles and abstracts by the PhD candidate. To 
ensure a consistent approach to the screening, the PhD candidate and two other researchers 
(i.e., two of the PhD supervisors) completed 20 randomised title/abstract screenings. A 
number of minor discrepancies arose and were resolved during a research team meeting 
before proceeding to the screening of all 831 articles. To minimise the risk of relevant studies 
being rejected, only papers that did not meet the initial criteria in a clear and undisputable 
manner were excluded at this point (Paterson et al., 2001). 547 articles were then subjected 
to full-text screening from the lead author, with 490 papers excluded at this point as they did 
not suitably meet the inclusion/exclusion criteria. An expert in the field of PYD through sport 
was also contacted to see if any relevant papers could have been missed during the process 
(Boland et al., 2017). As such, following full-text screening, 57 articles were retained for full 
analysis. This was a higher than expected number articles given that researchers had 
previously suggested that qualitative studies dominated the research literature (Weiss, 2016; 
Holt et al., 2017). To ensure all of these studies were retained for analysis, it was decided not 
to use a quality assessment tool (e.g., QualSyst; Kmet, Cook, & Lee, 2004) to evaluate the 
quality of the 57 primary research papers. Whilst it must be acknowledged that the quality of 





eliminating papers considered low quality which still may contain important data/information 
for this systematic review. 
Analysis 
When analysing the research articles in the systematic review, a meta-analysis was 
not possible due to the heterogeneity of the studies reviewed (Rosenthal, 1991; Lipsey & 
Wilson, 2001; Blundell, 2013). More specifically, as explained by Blundell (2013), it is only 
appropriate to combine studies for meta-analysis if four key aspects are present. These are 
(a) studies must be similar in terms of participants; (b) studies should compare the same 
interventions and comparators; (c) studies should be reporting the same outcomes; and (d) 
results should show intervention effects to generally be the same. Whilst the participants in 
the included papers for this review can be regarded as similar, the other three aspects 
provided too much heterogeneity in study design, interventions, outcomes, and intervention 
effects for a meta-analysis to be feasible. Such varying types of study, interventions, and 
measures utilised to assess the PYD outcomes will be highlighted in the results section of this 
chapter. During the analysis, a list of criteria was created to obtain the relevant data from the 
studies. These criteria were type of study, purpose, setting, details of sample, measures 
utilised, interventions (where used), and a brief overview of the study outcomes. Based on this 




























































































Figure 2 illustrates that since 2005, the number of quantitative PYD through sport studies per 




Figure 2. Number of quantitative PYD through sport studies per year  
 
Type of Studies 
Table 1 shows author details, study design, study purpose, location, participant details, 
measures used, interventions, and reported outcomes for all 57 studies included in this review. 
It can be seen from Table 1 that studies utilising a cross-sectional study design were the most 
common, with 29 papers (51%) adopting this strategy. The next most common design was an 
experimental research design (n = 8, 14%), followed by mixed methods (n = 5, 9%), 
longitudinal (n = 5, 9%), quasi-experimental (n = 5, 9%), intervention (n = 4, 7%), and 






























Table 1 shows that participants were drawn from the United States (n = 28), Canada 
(n = 9), Australia/New Zealand (n = 5), United Kingdom (n = 4), Greece (n = 4), Spain (n = 3), 
Republic of Ireland (n = 1), Belgium (n = 1), Italy (n = 1), and Jordan (n = 1). Of these, It can 
be clearly seen that there are 37 studies from North America. 
Context 
 As Table 1 shows, the context for a high number of the included studies were based 
at the school sport level (n = 26). These school settings ranged from middle school to 
university but were predominantly from high school level. Studies with participants at 
community/ recreational level (n = 9) or on summer programmes (n = 8) were the next most 
common. These were followed by varying or participants with mixed abilities (n = 7), 
regional/competitive (n = 4), elite (n = 3), and after-school club (n = 1).  
Participants 
It was not possible to report the exact number of participants across all of the studies 
because this information was not clearly reported in every study (e.g., Flett at al., 2012). 
However, from the studies which accurately reported athlete/participant numbers, a total of 
16,952 athletes (Mage = 13.52) participated in the research studies. This mean age is based 
on the 46 papers which reported such information, with 11 studies failing to report the mean 
age of participants.  
The overall number of athletes participating in the cross-sectional studies was 8,891 
with a median sample size of 230. The median is given instead of the mean as it is less likely 
to be influenced by extreme variations in sample size (Schweizer & Furley, 2016). For 
example, the large sample size of 2280 in the Larson et al. (2006) study would be considered 
an extreme variation and would therefore increase the overall average significantly, not giving 
a true representation of the average sample size for cross-sectional studies.  
The overall number of athletes participating in the nine experimental studies was 2,592 
with a median sample size of 193. None of the experimental studies within the review fell 





number and median of participants for the other types of studies are as follows: longitudinal 
studies (n = 3,858, Mdn = 268), mixed-methods studies (n = 105, Mdn = 14), intervention 
studies (n = 1160, Mdn = 338), and quasi-experimental (n = 2480, Mdn = 173).  From the other 
participants analysed (i.e., other stakeholders), there was a total of 624 coaches and adult 
leaders (Mage = 32.88) from cross-sectional studies (n = 556), experimental (n = 44), quasi-
experimental (n = 18) and mixed-methods (n = 6) studies. A total of 76 parents (Mage = 45.19) 
and 224 administrators (Mage = 40.35) came from one cross-sectional study (Forneris et al., 
2012). 
From all 57 articles, three included both athletes and coaches as the participants, 
whilst Forneris et al. (2012) reported all four groups (athletes, coaches, parents, and 
administrators). Studies employing student athletes make up the largest number of participant 
cohorts, with a total of 18 studies (32%) investigating some form of sporting activity in schools 
(e.g., physical education classes). In total, 17 studies (30%) investigated a sample in one 
sport, with cricket, swimming, and football being the favoured choices. Next came summer 
camp participants (n = 9, 16%), with studies investigating multiple sports making up 14% (n = 
8). Finally, participants from other sporting activities (e.g., after-school clubs and community 
programmes) made up the final five studies (9%).  
Data Collection and Measures 
An interesting finding from this review was the high number of measures used to 
assess variables across the 57 studies. Table 1 shows a total of 100 different measures were 
utilised throughout the studies. Of these, the most commonly used was the YES 2.0 (Hansen 
& Larson, 2005), and the YES-S (MacDonald et al., 2012). However, these were only utilised 
in nine and eight studies respectively. Despite these low numbers, it is still important to 
investigate the use of these scales in more detail.  
YES 2.0. Table 2 shows the reliability coefficients (Cronbach’s alpha) and validity 
information for the nine papers using the YES 2.0 (Hansen & Larson, 2005). The YES 2.0 
comprises of 7 major scales: identity experiences, initiative experiences, basic competences, 





negative experiences. For the purpose of this review, negative experiences were not included 
as the focus was on positive outcomes only. From these major scales there are a total of 22 
subscales (17 of which are positive and included in Table 2). From the nine studies using the 
YES 2.0, only two (Gould & Carson, 2010, 2011) reported the reliability coefficients for the 
majority of major scales and subscales. Four studies mentioned the subscales within their 
methods; however, they only reported reliability coefficients for the major scales (Larson et al., 
2006; Wilson et al., 2010; Gucciardi, 2011; Gould et al., 2012). Coatsworth and Conroy (2009) 
reported reliability coefficients for the major scale of initiative and the subscales of identity 
reflection and identity exploration, Bruner et al. (2011) reported reliability coefficients only for 
the major scales of identity and teamwork and social skills; whereas, Taylor and Bruner (2012) 
only reported the reliability coefficients for the subscales of goal setting, emotional regulation, 
and leadership/responsibility. A total of 62 (84%) of 74 reported subscales demonstrated 
adequate (Nunnally & Bernstein, 1994) reliability scores (α = > .70) for the YES 2.0. A further 
6 (8%) subscales reported acceptable (Hair, Black, Babin, & Anderson, 2014) reliability scores 
(α = > .60); whereas, a further 6 (8%) reported poor reliability (α = < .60). These scores 
predominantly came from the subscales of identity exploration and cognitive skills. In an 
interesting discovery, only one of these nine papers precisely reported validity information 
within their study (Wilson et al., 2010). Two studies (Larson et al., 2006; Gould & Carson, 
2010) provided some evidence of convergent validity; whereas, four studies (Bruner et al., 
2011; Gould et al., 2012; Gucciardi, 2011; Taylor & Bruner, 2012) used only quotes to 
reference past research confirming validity of the measure. A further two studies (Coatsworth 














YES-S. Table 3 shows the reliability coefficients (Cronbach’s alpha) and validity 
information for eight papers utilising the YES-S (MacDonald et al., 2012). The YES-S has 37 
items that form 5 subscales: personal and social skills, cognitive skills, goal setting, initiative, 
and negative experiences. Again, for the purpose of this review, negative experiences were 
not included. From the eight papers using the YES-S, three reported the reliability coefficients 
for all four subscales and included a YES-S total (Vella et al., 2013a, 2013b; Schaillée et al., 
2015), and Cronin and Allen (2015) reported the reliability coefficients for the four subscales 
without including a YES-S total. Three papers (MacDonald et al., 2010; Bruner et al., 2014; 
Bruner et al., 2017) did not report individual reliability coefficients, but instead reported a range 
(see table 3). All but two of the reported subscales demonstrated adequate to good reliability 
scores (α = > .70). Two studies (MacDonald et al., 2010; Schaillée et al., 2015) reported 
acceptable reliability scores (α = > .60). Even with the YES-S appearing to be a reliable 
measuring tool for some PYD through sport outcomes, none of these eight papers precisely 
reported validity within their study. Four studies (MacDonald et al., 2010; Vella et al., 2013a, 
2013b; Schaillée et al., 2015) provided no evidence of validity, and four studies (MacDonald 
et al., 2011; Bruner et al., 2014; Cronin & Allen, 2015; Bruner et al., 2017) used only quotes 





















































Table 4 shows details of the PYD programmes used in 22 of the studies in this review 
and contains information on who delivered the programmes, the structure and length of the 
programmes, the PYD components measured, and if explicit details of the lesson plans were 
provided by the author(s). 
 Programme delivery. Programmes were delivered by adult leaders (e.g., coaches,  
PE teachers, or other qualified adults) in 14 of the 22 studies implementing a PYD programme. 
Next were the researchers themselves (n = 3), along with youth leader (n = 1), and peer leader 
(n = 1). Interestingly, one study (Anderson-Butcher et al., 2013) reported that the programme 
delivered in their study was led collectively by teachers, community members, and college 
students and one study (Brunelle et al., 2007) involved adult leaders being the main provider 
with some activities being peer led. Finally, one study (McDavid et al., 2015) didn’t expl icitly 
report who delivered the PYD programme, however adult leaders were referred to in the paper.  
Programme structure and length. Programmes typically integrated the PYD 
elements within the regular structure of sporting sessions or PE lessons. However, some 
studies (e.g., McDavid et al., 2015; Ullrich-French & McDonough, 2013) discussed having 
separate activities aimed at teaching the PYD element of their programme (e.g., classroom-
based). Length of programmes ranged from two, 10 to 15 minute sessions per week over a 
four week period, to two hours per week over a whole academic year. The majority of studies 
reported their programmes lasting between four to 12 weeks.  
Explicit reporting of programme. Surprisingly, none of the 22 studies reporting on 
their programmes provided explicit details or session/lesson plans within their study. However, 
three studies (Brunelle et al., 2007; Harwood, 2008; Vella et al., 2013b) did aim to provide 
some detail of the workshops and session structures used for their programmes, without 
providing full and complete lesson/session plans.  
PYD Outcomes 
Table 5 lists the 116 outcomes of PYD through sport which were mentioned in the 57 





al. (2013), with a number of additional outcomes found when the PhD candidate reviewed the 
papers (e.g., transfer, compassion, academic achievement, and relatedness). Along with 
these, the table shows the number of times the potential outcomes were mentioned and how 
many times they were measured. Percentages for each are provided, with all percentages 
based on the overall 57 studies. As mentioned earlier, these outcomes are discussed in three 
key groupings which are considered to be the main outcomes of PYD through sport: life skills, 
personal outcomes, and social capital (Holt et al., 2017).  
Life skills. Developing life skills is regarded as one of the most common outcomes for 
PYD through sport and this is evidenced by the number of life skills shown in Table 5. Of 
these, goal setting is mentioned most frequently, being cited in 37 of the 57 studies (65%). 
From these studies, goal setting was measured a total of 22 times (39%). The next most 
frequently mentioned life skill in the research is developing relationships, which was cited in 
34 studies (60%). Despite the high number of studies mentioning this as an important PYD 
outcome, only nine of the studies (16%) actually measured it. This may be a distorted number 
as some researchers may discuss developing relationships under social skills which was in 
fact the third most commonly mentioned life skill (n = 25, 44%) and the second most measured 
outcome (n = 19, 33%). Emotional self-regulation was also mentioned in 25 papers (44%); 
however, only nine papers (16%) measured this life skill. The next frequently mentioned life 
skills in the papers are initiative, leadership, and general life skills, which are all mentioned in 
22 studies each (39%). Of these three life skills, initiative was measured on 16 occasions 
(28%), leadership is measured only 7 times (12%), and general life skills on only four 
occasions (7%). Developing peer relationships (n = 21), teamwork (n = 20), time management 
(n = 17), problem solving (n = 17), interpersonal competence (n = 16), autonomy (n = 15 ), 
and communication (n = 13) complete the list of life skills which are reported in more than 20% 






Frequency Data for Outcomes of PYD Through Sport 
Property  Mentioned % Measured % Outcome % 
Goal setting 37 64.91 22 38.60 24 42.11 
Developing relationships 34 59.65 9 15.79 15 26.32 
Motivation  29 50.88 6 10.53 12 21.05 
Social skills  25 43.86 19 33.33 21 36.84 
Emotional self-regulation  25 43.86 9 15.79 12 21.05 
Self-esteem  24 42.11 5 8.77 6 10.53 
Initiative  22 38.60 16 28.07 17 29.82 
Integration and links to adult and community  22 38.60 5 8.77 8 14.04 
Leadership 22 38.60 7 12.28 11 19.30 
General life skills  22 38.60 4 7.02 10 17.54 
Developing peer relationships 21 36.84 6 10.53 9 15.79 
Teamwork 20 35.09 9 15.79 10 17.54 
Effort 19 33.33 5 8.77 10 17.54 
Academic achievement 19 33.33 2 3.51 8 14.04 
Enjoyment 19 33.33 3 5.26 6 10.53 
Confidence  17 29.82 8 14.04 7 12.28 
Time management  17 29.82 6 10.53 5 8.77 
Problem Solving  17 29.82 6 10.53 9 15.79 
Interpersonal competence 16 28.07 4 7.02 6 10.53 
Character  16 28.07 6 10.53 5 8.77 
Personal responsibility  15 26.32 5 8.77 8 14.04 
Autonomy  15 26.32 6 10.53 6 10.53 
Transfer  15 26.32 1 1.75 6 10.53 
Clear and positive identity  15 26.32 10 17.54 11 19.30 
Caring  15 26.32 8 14.04 9 15.79 
Connection  14 24.56 5 8.77 5 8.77 
Perceived sport competence 13 22.81 8 14.04 11 19.30 
Social capital  13 22.81 11 19.30 11 19.30 
Sense of belonging  13 22.81 6 10.53 5 8.77 
Communication 13 22.81 7 12.28 6 10.53 
Sportsmanship 13 22.81 3 5.26 4 7.02 
General cognitive skills 13 22.81 9 15.79 10 17.54 
Emotional control 11 19.30 2 3.51 2 3.51 
Self-control 11 19.30 4 7.02 5 8.77 
Well-being 11 19.30 2 3.51 4 7.02 
Cooperation 10 17.54 3 5.26 4 7.02 
Support  10 17.54 7 12.28 8 14.04 





Property  Mentioned % Measured % Outcome % 
Empathy 10 17.54 3 5.26 4 7.02 
Self-worth 9 15.79 5 8.77 5 8.77 
Decision making 9 15.79 4 7.02 4 7.02 
Optimism 9 15.79 1 1.75 2 3.51 
Commitment 9 15.79 6 10.53 6 10.53 
Resilience 9 15.79 3 5.26 3 5.26 
Self-efficacy 8 14.04 5 8.77 5 8.77 
Moral competence 8 14.04 2 3.51 3 5.26 
Positive attitude 7 12.28 3 5.26 3 5.26 
Identity exploration 7 12.28 4 7.02 4 7.02 
Identity reflection 7 12.28 4 7.02 5 8.77 
Relatedness (SC) 7 12.28 2 3.51 3 5.26 
Healthy lifestyle 6 10.53 2 3.51 2 3.51 
Control 6 10.53 3 5.26 5 8.77 
Contribution (SC) 6 10.53 2 3.51 3 5.26 
Self-perceptions 5 8.77 0 0.00 0 0.00 
Empowerment 5 8.77 2 3.51 2 3.51 
Perseverance 5 8.77 1 1.75 1 1.75 
Persistence 5 8.77 1 1.75 1 1.75 
Engagement 5 8.77 1 1.75 1 1.75 
Work ethic 5 8.77 1 1.75 3 5.26 
Feedback 5 8.77 2 3.51 3 5.26 
Conflict resolution 5 8.77 2 3.51 2 3.51 
Integrity 5 8.77 3 5.26 4 7.02 
Compassion 5 8.77 2 3.51 2 3.51 
Dispositional hope 4 7.02 4 7.02 4 7.02 
Maintenance of physical health 4 7.02 0 0.00 0 0.00 
Competitiveness 4 7.02 1 1.75 1 1.75 
Bonding 4 7.02 1 1.75 1 1.75 
Create friendships 4 7.02 3 5.26 3 5.26 
Create meaningful relationships 4 7.02 2 3.51 3 5.26 
Ability to perform under pressure 4 7.02 1 1.75 1 1.75 
Concentration 4 7.02 3 5.26 3 5.26 
Planning 3 5.26 0 0.00 0 0.00 
Self-aware 3 5.26 0 0.00 0 0.00 
Discipline 3 5.26 2 3.51 2 3.51 
Peer acceptance 3 5.26 2 3.51 2 3.51 
Honesty 3 5.26 2 3.51 2 3.51 





Property  Mentioned % Measured % Outcome % 
Mental preparation 3 5.26 1 1.75 1 1.75 
Self-concept 2 3.51 1 1.75 1 1.75 
Courage 2 3.51 0 0.00 0 0.00 
Personal control in future 2 3.51 0 0.00 1 1.75 
Positive belief in future 2 3.51 0 0.00 2 3.51 
Sacrifices 2 3.51 1 1.75 2 3.51 
Hard work 2 3.51 1 1.75 1 1.75 
Drive 2 3.51 1 1.75 1 1.75 
Group process skills 2 3.51 2 3.51 2 3.51 
Courtesy 2 3.51 1 1.75 1 1.75 
Valuing diversity 2 3.51 1 1.75 1 1.75 
Conformity 2 3.51 0 0.00 0 0.00 
Handle success and failure 2 3.51 0 0.00 1 1.75 
Overcoming adversity 2 3.51 1 1.75 1 1.75 
Sport confidence 1 1.75 0 0.00 0 0.00 
Organisation 1 1.75 1 1.75 1 1.75 
Assertion 1 1.75 0 0.00 0 0.00 
Self-determination 1 1.75 1 1.75 1 1.75 
Sense of purpose 1 1.75 0 0.00 0 0.00 
Thriving 1 1.75 0 0.00 0 0.00 
Restraint 1 1.75 0 0.00 0 0.00 
Learning to be mature 1 1.75 0 0.00 1 1.75 
Determination 1 1.75 0 0.00 1 1.75 
Loyalty 1 1.75 1 1.75 1 1.75 
Imagery 1 1.75 0 0.00 1 1.75 
Ability to cope with and control anxiety 1 1.75 0 0.00 0 0.00 
Overcoming setbacks 1 1.75 0 0.00 0 0.00 
Ambitions 1 1.75 0 0.00 0 0.00 
Assertiveness 1 1.75 0 0.00 0 0.00 
Judgement 1 1.75 0 0.00 0 0.00 
Personal power 1 1.75 0 0.00 0 0.00 
Resistance 1 1.75 0 0.00 0 0.00 
Overcoming peer pressure 1 1.75 0 0.00 0 0.00 
Acquisition of a mature personality 1 1.75 0 0.00 0 0.00 
Focus on personal performance 1 1.75 0 0.00 0 0.00 
Learn from mistakes 1 1.75 0 0.00 0 0.00 
Adaptive perfectionism 1 1.75 0 0.00 0 0.00 





Personal outcomes. Of the constructs pertaining to personal outcomes motivation is 
the most common, being highlighted in 29 of the 57 studies (51%). As with developing 
relationships, despite over 50% of studies stating motivation as a potential PYD outcome, the 
number of papers to measure this construct was very low (n = 6). This means only 12% of 
studies measured this, despite over half discussing its importance. Self-esteem is the next 
most frequently mentioned personal outcomes, being cited in 24 studies (42%). Again, the 
number of studies measuring self-esteem is very low with only five studies (9%) measuring 
this personal outcome. Effort and enjoyment are both mentioned in 19 studies (33%) with effort 
only being measured five times (9%) and enjoyment only measured three times (5%). 
Character (n = 16), personal responsibility (n = 15), transfer (n = 15), clear and positive identity 
(n = 15), and caring (n = 15) completes the list of key personal outcomes as reported in over 
20% of studies. Table 5 shows the remaining personal outcomes and frequency data. 
Social capital. Social capital is the least mentioned grouping of outcomes from the 
articles in this paper. Integration and links to adult and community was cited in 22 papers 
(39%). Again, even with this outcome being discussed a significant amount, only five papers 
(9%) went on to measure it in their research. Connection is next, being cited in 14 of the 57 
papers (25%) and measured in five studies (9%). Social capital and sense of belonging are 
both mentioned in 13 studies each (23%) with social capital being measured 11 times (19%) 
and sense of belonging measured six times (11%). Support, relatedness, and contribution are 
the only other outcomes in the social capital grouping to be mentioned in at least 10% of 
studies. Please see table 5 for full information on the social capital outcomes.  
Antecedents of PYD Outcomes 
Another important part of the PYD through sport process is to analyse the antecedents, 
or inputs, which help promote PYD outcomes. 21 of the 57 quantitative studies in this review 
assessed the youth sport participants and the climates or experiences they can create for 
themselves in order to develop PYD outcomes. These studies showed that youth sport 
participants should display high levels of motivation, effort, competency, and concentration for 





develop their concentration skills, show high levels of enjoyment, and demonstrate good 
affiliation and cohesion with their peers.  
Next, 20 of the studies included some sort of assessment of PYD interventions and 
how they can help to develop PYD outcomes through sport. Studies utilising programmes such 
as SUPER (e.g., Goudas & Giannoudis, 2008), The First Tee (e.g., Weiss et al., 2016), TSPR 
(e.g., Walsh, 2007), and Girls on Track (e.g., Waldron, 2007) demonstrated how young people 
participating in these programmes gained more developmental outcomes such as life skills, 
self-worth, and enjoyment.  
Finally, 12 of the 57 studies within this review assessed how adult leaders (e.g., 
coaches) can have an impact on PYD outcomes. In particular, these studies looked at how 
the climate created by the adult leaders can impact on PYD outcomes such as life skills 
development or health and well-being outcomes (e.g., satisfaction with life or leading a healthy 
lifestyle). Within the studies that investigated adult leaders, the main inputs reported on the 
coach were climates that were caring (e.g., athletes felt their coach cared about their 
development), motivational (e.g., coaches motivated athletes to develop), mastery-oriented 
(e.g., development was more important than performance), and autonomy supportive (e.g., 
players were given freedom to make their own choice). Other important elements from the 
inputs of adult leaders to foster PYD outcomes were creating positive relationships with their 
athletes, and being transformational leaders (e.g., being role models, inspiring, and engaging).  
Discussion 
The purpose of this systematic review was twofold. In line with the recent review by 
Holt and colleagues (2017), the first purpose was to review the quantitative studies of PYD 
through sport to establish the current state of play. Secondly, by analysing and synthesising 
the findings from these studies, important gaps in the literature could be identified and a future 
direction of PYD through sport can be painted. A major finding from this review, and an area 
that appears to be lacking in the quantitative PYD research to-date, is the concept of transfer. 
The definitions of PYD through sport and life skills transfer previously mentioned in this thesis 





element. Holt and colleagues (2016), when clarifying the constructs within their definition, state 
that “personal and social skills and physical competencies learned in sport must transfer to 
other areas of children’s and adolescents’ lives for PYD to have occurred” (p. 232). Reiterating 
this point, Pierce et al. (2017) explain that a skill developed in sport must be successfully 
transferred and applied away from the domain in which it was originally developed for it to be 
considered a life skill. Therefore, for PYD through sport outcomes to have occurred in full, 
transfer is considered a major part of the process. In what can be regarded as a significant 
gap in the literature, only a quarter of the articles in this review mention transfer within their 
study. Considering the perceived importance of the transfer process, this would appear to be 
extremely low. What is even more concerning is that only one article (Weiss et al., 2016) went 
on to measure transfer within their study. Weiss et al. (2016) used the Life Skills Transfer 
Survey (LSTS; Weiss et al., 2014) which is deemed a valid and reliable measure and showed 
good internal consistency reliability for each subscale in their study. The development of this 
measure is encouraging and researchers within the area of PYD through sport should consider 
using the LSTS on a more consistent basis. However, as outlined by Wright, Richards, Jacobs, 
and Hemphill (2019), the LSTS only aligns with the life skills promoted within The First Tee 
golf programme. As such, this makes it difficult to utilise the LSTS in a wide variety of sports 
and may be the reason the scale has not been used more frequently. Another interesting 
discovery from this review was that none of the 22 papers utilising a PYD programme within 
their study had transfer as a key developmental outcome to be delivered by the coaches, 
teachers, or adult leaders.  
Some of the studies discussing transfer have made positive declarations about the 
transfer process. For example, Goudas et al. (2006) claim that youth who develop life skills 
and improve their goal setting and positive thinking abilities increase their chances of 
becoming better members of their communities and improve in school. Goudas and 
Giannoudis (2008) explained that goal setting, positive thinking, and problem-solving skills 
taught through a team-sports-based life skills programme can be transferred and used in 





adopting a multisport approach in physical education classes may support the development 
of life skills which can be transferred to other domains.  Whilst these studies make a good 
contribution to the PYD through sport literature and provide a good insight into the outcomes 
being developed, a major limitation of these studies was the failure to measure transfer. 
Reporting that transfer may occur cannot be treated as anything other than guesswork, unless 
it is measured and reported sufficiently. The review by Holt et al. (2017) makes a clear 
reference to transfer activities and highlights the importance of transferring PYD through sport 
outcomes to other domains. These authors revealed that transfer was reported in 17 of the 63 
qualitative studies analysed and highlight some of the key points discussed by coaches in 
relation to transfer. However, it should be noted that they only make reference to coaches 
having discussions with their athletes regarding the importance of transfer, as opposed to 
actually measuring if they are being transferred. Transfer appears to be mentioned more often 
in the qualitative literature which should be expected as there is a lack of quantitative 
measures to assess transfer. Therefore, if definitions are an important part of a research area, 
it is important that all concepts within the definitions are addressed. Although many of the 
studies analysed in this review are very relevant, of good quality, and report important 
contributions to the PYD through sport literature, all but one of them (Weiss et al., 2016) 
adequately deal with the issue of transfer. With this in mind, the lack of investigation and 
measurement of transfer is a key gap in the research literature and should be addressed. 
There is no intention for this review to criticise the excellent work that researchers have 
conducted over the years to make significant contributions to PYD through sport. It is clear 
that sport has been used, and will continue to be used, as an area to promote and develop 
outcomes relating to PYD such as life skills, but without measuring and highlighting the 
transfer of these to non-sport domains, then it is difficult to state categorically that they can be 
considered PYD through sport outcomes. Given the lack of measurement of transfer, future 
studies are needed to see if skills developed through sport do transfer to other areas of young 





for PYD in youth sport and to assess if life skills developed in sport transfer to provide 
community contributions.  
As highlighted, youth sport continues to be recognised as a domain which can promote 
PYD outcomes (Holt & Sehn, 2008; Holt et al., 2017). However, determining the most 
important PYD outcomes has proved difficult due to the vast number of outcomes mentioned, 
the varying terminology used for different outcomes, and the array of developmental models 
that have been put forward over the years (Johnston et al., 2013). Therefore, this was the first 
quantitative systematic review to investigate PYD through sport and quantify the outcomes 
being mentioned throughout the research area. This novel approach to synthesising the data 
also provides detailed information on which of these outcomes are being measured using valid 
and reliable surveys.  
As expected, there are many PYD through sport outcomes which are being discussed 
within the research area. Johnston et al.’s (2013) review paper observed 17 grouped 
constructs containing 113 PYD outcomes. This current review has built upon this and has 
discovered some new and important outcomes which are: well-being, relatedness, academic 
achievement, compassion, loyalty, enjoyment, and transfer. It should be noted that from the 
quantitative reviews in the current study, a small number of the 113 properties from the 
Johnston and colleagues (2013) review were missing (e.g., self-appraisal, self-talk, 
negotiation, and compromise). This is most likely due to differing search criteria in the two 
reviews In line with Holt and colleagues (2017), the outcomes in this review are grouped into 
three key categories: life skills, personal outcomes, and social capital.   
Life skills are the skills which are required to deal with the demands and challenges of 
everyday life (Hodge and Danish 1999). The life skills mentioned most frequently in the 
quantitative PYD through sport literature are goal setting, developing relationships, social 
skills, emotional self-regulation, initiative, leadership, developing peer relationships, 
teamwork, time management, and problem solving. These fall in line with the previous 
research from Johnston et al. (2013). However, despite being mentioned throughout the 





The most commonly measured outcome of goal setting should come as no surprise given that 
the YES 2.0 and YES-S measure goal setting, and both of these measures are the most 
commonly utilised in the papers in this review. An important recent contribution to PYD through 
sport was the development of the LSSS (Cronin & Allen, 2017). The LSSS measures goal 
setting, social skills, leadership, teamwork, time management, problem solving and decision 
making, communication, and emotional skills. All of these life skills are part of the most 
frequently mentioned life skills above, and all of them are in the top 20 discussed life skills 
within the quantitative PYD through sport literature. As such, this survey will help to advance 
the understanding of life skills development through sport in the future. It is also important to 
note that these particular life skills are considered key to PYD through sport as acquiring these 
have been associated with young people’s improved self-esteem, positive affect, and 
satisfaction with life – all key psychological well-being outcomes (Cronin & Allen, 2018; Cronin 
et al., 2017). Although all of the life skills mentioned above have been measured on occasion, 
it is clear that more needs to be done to ensure that they are measured on a more consistent 
basis, and not just discussed.  
Personal outcomes are PYD outcomes concerned with the personal development of 
young people (Holt et al., 2017). This present review has discovered that motivation, self-
esteem, effort, academic achievement, enjoyment, confidence, and character are found to be 
the most mentioned personal outcomes in the quantitative PYD through sport literature. The 
majority of these personal outcomes have long been regarded as important to this research 
area (Benson, 2006; Catalano et al., 2004; Harwood, 2008; Johnston et al., 2013). Despite 
this, the current review found that these outcomes are not assessed/measured within the 
research literature. This is surprising as there are instruments in existence which measure 
some of these personal outcomes. For example, the Rosenberg Self-Esteem Scale 
(Rosenberg, 1965) is a scale to measure self-esteem which has received a great deal of 
empirical validation and psychometric analysis (Robins, Hendin, & Trzesniewski, 2001). There 
are also valid and reliable instruments to measure motivation in sport such as the Sport 





enjoyment such as the Sources of Enjoyment for Youth Sport Athletes questionnaire (Scanlan, 
Carpenter, Lobel, & Simons, 1993). These are instruments which need to be utilised further to 
measure the key personal outcomes of PYD through sport.  
Social capital refers to the value of social networks which bonds similar people in 
environments which may encompass diverse people (Dekker & Uslaner, 2001). Integration 
and links to adult and community, connection, social capital, and sense of belonging are the 
most commonly mentioned outcomes in the papers reviewed. Even with this grouping of 
outcomes being less discussed within the literature, social capital has always remained a key 
part of the overall PYD through sport domain (Benson, 2006; Catalano et al., 2004; Lerner et 
al., 2002). Social capital is the fourth most measured PYD outcome in this review. This should 
come as no surprise given the social capital subscale of the YES 2.0 (Hansen & Larson, 2005) 
is frequently used within studies. However, as with life skills and personal outcomes, there still 
remains a lack of research to measure the majority of the social capital outcomes (e.g., 
connection and sense of belonging) within the research literature. Thus, it seems that more 
needs to be done in relation to measuring social capital, as it can be used to increase social 
disadvantage amongst young people (Bailey, 2005). On this topic, Bailey (2005) highlighted 
that the impression of social capital is related to the role of social networks which are linked to 
the ideas of trust, community, and civic engagement. Broadly speaking, the idea of social 
capital has been linked to help with better education and career prospects (Bailey, 2005).  
As well as assessing the outcomes of PYD through sport, it is also important to 
investigate the antecedents, or inputs, which help promote these PYD outcomes. Studies in 
this review explain that the youth sport participants themselves should display key behaviours 
of motivation, effort, and concentration as well as displaying competency in their sport. 
Additionally, youth sport participants should be encouraged to enjoy participating in their sport 
and develop strong, cohesive relationships with their peers. These would fall in line and 
provide support to the PYD climate discussed in Holt et al.’s (2017) model of PYD through 
sport. Another important element of this PYD climate is that of the adult leaders (e.g., the 





should create environments which are caring, motivational, mastery-oriented, and autonomy 
supportive to develop PYD outcomes such as life skills in their participants. It was also deemed 
important for the adult leaders to create positive relationships with their participants, be role 
models, inspire, and be engaging. As part of the explicit process (see Holt et al., 2017), the 
studies in the review found that programmes have a positive impact on developing PYD 
outcomes in youth sport participants. This is no real surprise as youth sport programmes and 
their importance to the research area are something which have been discussed for a long 
time (Fraser-Thomas et al., 2005).   
As evidenced by the non-sport PYD literature in Chapter 1, it is important that PYD 
programmes in sport are delivered by adult leaders (e.g., coaches and teachers), youth 
leaders, and/or youth mentors (Curran & Wexler, 2017). From the 22 articles containing a PYD 
programme or intervention, 14 of these were led by the coach, PE teacher, or other qualified 
adult leader. This is a promising discovery as coaches play a vital role in creating a 
psychologically and physically safe environment for their athletes (ICCE, 2013) and youth 
sport participants may learn more from coaches when developing strong relationships (Holt et 
al., 2017). In another promising discovery, the majority of these adult-led approaches involve 
incorporating PYD outcomes into PE lessons or overall sport session (e.g., after school club 
or summer camp). Coaches have described how they believe the development of sports skills 
(considered their top priority) can be hindered by placing focus on PYD elements too. 
However, as discovered by Vella and colleagues (2011) sports performance can be improved 
if PYD outcomes such as life skills are developed simultaneously. Based on this, NGBs should 
be encouraged to better educate coaches on the overall development of their athletes whilst 
advising them that sports performance will not be hampered. Whilst the research on adult-led 
programmes is promising, there is a lack of focus on PYD interventions being delivered by 
youth leaders or youth mentors. Assigning youth leaders to deliver programmes has fostered 
encouraging results for the non-sport research (Curran & Wexler, 2017), however only two 
studies in the quantitative PYD through sport literature included in this review has taken this 





Keenan, 2000; Visser, 2005), researchers should be encouraged to develop programmes 
delivered by youth sport participants’ older peers as they respond well and consider them to 
be mentors and role models.  
Precise reporting of programme design and structure is something which is lacking 
throughout the PYD research away from sport (Curran & Wexler, 2017). In line with this, the 
programmes analysed for this review have also discovered the failures of researchers to 
explicitly report the full structure of the programmes via detailed instructions or lesson plans. 
Three papers (Brunelle et al., 2007; Harwood, 2008; Vella et al., 2013b) have made some 
attempt to provide details of their programme content. Without such reporting, just like the 
non-sport PYD research, it will be difficult to make concrete conclusions regarding what is 
effective and non-effective (Curran & Wexler, 2017). As previously highlighted, it is important 
to make a solid attempt to bridge the gap between research and practice (Camiré & Kendellen, 
2016; Harwood & Johnston, 2016; Holt et al., 2020), and to do this it is important for 
researchers to fully explain the processes and full content of their sessions and programmes 
going forward. 
Another interesting discovery from this review is the variability in quantitative studies 
throughout the years. It is not clear why this is be the case; however, there could be a number 
of reasons. As claimed by Weiss (2016) and Holt at al. (2017), qualitative studies were thought 
to have dominated the PYD through sport research, so this could explain the sporadic nature 
of quantitative studies throughout the years. Also, as with any new research area, the type of 
research conducted can alternate until a clear pattern or focus emerges. Finally, this may also 
be due to the small number of sport specific measures to assess PYD outcomes (i.e., 
researchers may have tested measures they believe will work well within the research area 
before realising they are not proving to be valid or reliable).   
As highlighted by García-Bengoechea and Johnson (2001), youth development is 
postulated to occur over longer periods of time. To test the effect of PYD over long periods of 
time, the more flexible and effective longitudinal research design requires consideration. 





previously highlighted (e.g., Coakley, 2016; Holt et al., 2016). Supporting this point, the current 
study discovered only six quantitative studies adopting a longitudinal research design. 
Longitudinal research can determine patterns efficiently and researchers are able to assess 
cause and effect relationships and make connections in a clearer manner. Therefore, it is 
challenging to make the connection that sport-based programmes can foster PYD outcomes 
unless more longitudinal studies are conducted (Coakley, 2016; Holt et al., 2016). Another 
way to assess cause and effect relationships can be established using experimental research 
designs. A well-designed experimental research study, such as RCT, has been considered 
the most rigorous method as participants are randomly assigned to groups before the 
experiment is conducted. However, depending on the programme being investigated, a quasi-
experimental design (participants not randomly assigned) can also produce the most thorough 
evidence and provide the greatest value to practitioners (Allen, 2017). Encouragingly, of the 
57 quantitative studies analysed in this review, a total of 13 adopted an experimental research 
design (experimental = 8, quasi-experimental = 5).  
Also, as previously discussed the PYD through sport research-to-practice gap needs 
addressing. To do this, more intervention research should be conducted which will assist the 
growth of theory- and evidenced-based practices (Holt, 2016). With only four quantitative 
studies in this review considered intervention-based, it is difficult to establish if existing 
programmes are having the desired effect or how to improve them or develop further 
programmes (Holt, 2016). With over half of the studies in this review using a cross-sectional 
design, it would appear that this continues to dominate the PYD through sport research. 
However, perhaps it can be expected that in the early years of PYD through sport, as with any 
new research area, cross-sectional studies would be conducted so researchers can gain a 
better understanding of the lines of investigation the area will take. Additionally, it would make 
sense that researchers first conduct cross-sectional studies on the relationships between 
variables before pursuing lengthy and costly longitudinal research designs. Cross-sectional 
research can be useful as it can assess many different variables at one time point, it can be 





of interest (Levin, 2006; Sedgwick, 2014). However, one of the main disadvantages with cross-
sectional research is that the issue of causality cannot be examined. Thus, researchers are 
unable to show that changes in one measured variable directly impacted changes on another 
variable. This means that only an association, and not causation, can be inferred from cross-
sectional studies (Sedgwick, 2014). Another disadvantage of cross-sectional research is the 
time point for which it is conducted. The particular time researchers choose to gather data for 
their studies could yield different results if another time point had been selected (Levin, 2006). 
As an example, sport participants who complete a survey before competition could yield 
different results if they completed the same survey after competition. Varying factors such as 
the result or performance could change the mood or attitude of the participant which in turn 
could alter the responses they give. Therefore, in agreement with several researchers already 
highlighted (e.g., Camiré & Kendellen, 2016; Coakley, 2016; Harwood & Johnston, 2016;  Holt 
et al., 2016), there is still a need for further longitudinal, experimental, and intervention-based 
research in PYD through sport.  
The present review found that research from North America continues to dominate the 
PYD through sport literature. In order to generalise the PYD through sport findings to other 
geographical areas (e.g., Africa, South America, and Asia), further research in these 
populations is required as North American youth sport may differ greatly from youth sport in 
other areas of the world. For example, due to the importance of sports in North America, these 
countries may adopt a more ‘professional’ or structured approach to youth sport and, as such, 
employs more coaches who work full-time, who would be expected to have better sport 
specific qualifications, and who are more likely paid for their work. In comparison, other 
cultures may employ coaches who volunteer their services on an unpaid basis and who 
potentially lack the required knowledge and qualifications. These different approaches may 
have an effect on the standard of coaching provided, which could affect the potential for PYD 
outcomes such as life skills development. As an example, as discussed earlier, adult leaders 
or coaches are required to create a caring, motivational, autonomous, or mastery-oriented 





support in order to promote PYD strengths in their athletes. Without the required education to 
do this, it would be a difficult task for volunteer coaches to have the knowledge to promote 
certain PYD outcomes (e.g., life skills). However, Trottier and Robitaille (2014), along with 
Vella et al. (2011), explain that coach education provided to professional coaches also lacks 
a satisfactory PYD focus. Thus, national governing bodies, such as the FA in England, are 
failing to teach their coaches about how and why to teach outcomes like life skills.    
Even with the high number of PYD through sport outcomes discovered in this review, 
it is a little surprising that a large number of surveys have been utilised throughout the PYD 
through sport research. Whilst the majority of the measures analysed within this study have 
been deemed valid and reliable, they must be treated with caution when using them for PYD 
through sport research. This is because a large number of articles used surveys that were 
originally created for non-sport purposes (e.g., Carreres-Pondosa et al., 2012; Gucciardi & 
Jones, 2012; Inoue et al., 2015). As several researchers suggest (e.g., Holt et al., 2016; Hodge 
et al., 2016; MacDonald & MsIssac, 2016), there continues to be a lack of suitable measures 
in the area of PYD through sport. With sport being regarded as a unique environment (Côté 
et al., 2009), more PYD measures need to be created which are explicitly designed for sport 
(Holt et al., 2016). Along with new measures, it is recommended that surveys such as the 
YES-S (MacDonald et al., 2012) and the recently developed LSSS (Cronin and Allen, 2017) 
should be utilised on a more consistent basis. Additionally, these measures should be 
continually assessed in terms of their reliability (e.g., internal consistency reliability and test-
retest reliability) and validity (e.g., factorial validity, nomological validity, etc.). 
As mentioned in Chapter 1 of this thesis, Weiss (2016) stated that there is a lack of 
quantitative research in the area of PYD through sport. As previously mentioned, when 
comparing this current review (57 quantitative studies) with the recent Holt et al. (2017) review 
(63 qualitative studies) it would seem to suggest that there are also a great deal of quantitative 
studies. What this review does prove, is that there is arguably a lack of rigorous quantitative 
studies in PYD through sport which prove that PYD development outcomes have been learned 





should now become a key focus for PYD and life skills development through sport researchers. 
 Finally, when assessing the participants used in the studies, there are a number of 
important findings. Firstly, based on Steinberg’s (1999) period of adolescence, the average 
age of participants across the research shows that the majority of quantitative studies on PYD 
through sport are using participants in the early years (11-14 years) of adolescence. 
Therefore, it can be suggest that more should be done to analyse PYD outcomes for young 
people in the middle to late years of adolescence. Next, the median sample size for cross-
sectional studies (230) is not too far off the 250 participants recommended by Schönbrodt and 
Perugini (2013), and slightly higher than the 221 median sample size found by Schweizer and 
Furley (2016) in their review of sample sizes across the main sport and exercise psychology 
journals. However, 11 (41%) of the 27 cross-sectional studies reporting athlete numbers fell 
below the average 221 sample size and as such their results should be treated with caution. 
Finally, almost half of the studies were based in a school sport context, with the vast majority 
of these based in high schools. This could be due to the higher numbers of participants 
available in high schools, making it easier for the researchers to recruit more participants for 
their studies. Only seven studies included a mixed-level context (e.g., recreational and elite 
participants), meaning results from these studies could be generalised across a wider-variety 
of sporting levels. It would be important for further research to include mixed-competition levels 
alongside a wide variety of sports. Interestingly, only four studies focused on regional or 
competitive level, and three were based in elite contexts. There could be a number of reasons 
for this. As the competition level increases, coaches and sports clubs tend to switch their 
attention to performance, meaning other PYD outcomes can be overlooked. Also, it is 
generally more difficult to recruit participants at the elite level as organisations tend to be 
reluctant to allow researchers or unknown quantities inside their facilities with the risk of key 
performance criteria or tactics being leaked to rivals.  However, as athletes spend more time 
in elite environments when compared to recreational sport, investigating PYD through sport at 
this level is something researchers should attempt to investigate further going forward (e.g., 






It is important to note that this study is not without limitations. As is a potential limitation 
with all systematic reviews (Paterson et al., 2001), it is difficult to ensure that all relevant 
articles which matched the inclusion criteria were included in this review. Next, as a 
recommendation from Holt et al. (2017), only quantitative studies were used in this review. It 
was felt that as the Holt and colleagues (2017) review was a recent and unique contribution 
to PYD through sport, qualitative studies were not needed in this review. This does not mean 
that assessing qualitative studies using the approach from this study would not provide some 
important findings to this field of research. A final limitation of this review is that studies may 
have mentioned a potential PYD outcome as merely an example and to emphasise the point 
the authors were trying to make, but these were still included in the current review. For 
example, Weiss et al. (2016) state that “… attaining positive developmental outcomes such 
as … leadership”, however they never went on to measure leadership in their study. 
Nevertheless, the purpose of this review was to assess what PYD outcomes researchers 
deem to be important and as such highlight them in their studies, so these PYD outcomes 
were still included in the analyses. 
Future directions 
Based on the results of this study, and with the above limitations in mind, it is 
recommended that future research should focus on the following areas in relation to PYD 
through sport. 
Transfer. Transfer should be a major consideration for future research to fulfil the 
necessary criteria for PYD through sport (i.e., that outcomes/life skills are transferred to other 
domains). Each study investigating PYD through sport inputs or outcomes should also look to 
investigate if, and indeed how, the transfer of life skills is being established. More studies can 
use the LSTS to assess the transference of life skills and more programmes can be created 
or adapted to include an implicit transfer component. As such, new measures are needed to 





as the LSSS (Cronin & Allen, 2017) could also be adapted to include some aspect of life skills 
transfer. 
Study design. In agreement with Camiré and Kendellen (2016), Coakley (2016), 
Harwood and Johnston (2016) and Holt (2016), there is a requirement for more longitudinal, 
experimental, and intervention-based research. This would also bring sport PYD research in 
line with non-sport PYD research. As previously discussed, many relationships have been 
established between antecedents and outcomes of PYD through sport. However, further 
longitudinal and experimental studies are needed to assess causal relationships. Longitudinal 
studies which use pre and post measures will enable researchers to report on the long-term 
effects of PYD through sport. Randomised control trials (RCTs), where participants are 
randomly assigned to control and experimental groups, are also needed. More intervention-
based studies would enable researchers to improve the quality of programme design and 
conduct more comprehensive intervention and evaluation research. This may help to bridge 
the gap between research and practice (Holt, 2016). Another recommendation for research 
design would be the use of more observational studies as there is lack of these types of studies 
within the research. However, to do this, more observational instruments that pertain to life 
skills or other PYD outcomes may need to be designed. Furthermore, existing measures such 
as the LSSS and LSTS could be adapted to become observational measures. 
Setting. As previously highlighted, studies from North America continue to dominate 
the PYD through sport research. In order to generalise the PYD through sport findings to other 
geographical areas, more studies should be conducted in areas such as Africa, South 
America, and Asia. It is important to note that since this review, researchers from numerous 
countries such as Korea (Lim et al., 2019), France (Sabourin et al., 2019), Turkey (Açak & 
Düz, 2018), and Portugal (Nascimento-Junior et al, 2020) are starting to conduct further 
research, however more studies are needed in these and other countries. 
Sample. As there is a lack of studies investigating more than just the athlete/ 
participants or coaches, more studies are required to investigate the different cohorts 





participants perceptions of the sporting climate created by coaches, parents, and peers 
combined and the development of life skills in youth sport.  
Measures. As already discussed, there is a need for more measures which assess 
PYD outcomes in relation to sport participation. Existing sport specific measures such as the 
YES-S (MacDonald et al., 2012) should be used more often and all evidence pertaining to the 
validity and reliability of these scales should be reported. The LSSS (Cronin & Allen, 2017) is 
an important contribution to measure life skills and it is advised this is continued to be used in 
this research area and have its validity and reliability assessed. 
Conclusion 
This novel systematic review was the first to quantitatively investigate PYD through 
sport, and the review has identified a number of key findings. Firstly, a major gap in the 
research area is the issue of transfer, with few quantitative studies investigating how life skills 
transfer from sport to non-sport domains. The potential reasons for this (e.g., the lack of 
quantitative measures) have been outlined throughout this review and further research is 
required to fill this gap. Secondly, to gain a better understanding of the importance of social 
agents (e.g., coaches, parents, and peers) in developing PYD outcomes such as life skills, 
more studies must investigate these social agents simultaneously using the same youth sport 
participants. It would also be encouraging to investigate the PYD climate (e.g., coaching 
climate, parental behaviours, and peer relationships) in a study which also investigates the 
social agents mentioned. Whilst time-consuming, this would be a novel piece of research 
which answers numerous research questions. Finally, now that much cross-sectional research 
has established relationships between antecedents and outcomes of PYD through sport, 























Coaches, parents, or peers: Who has the greatest influence 



















 PYD is an approach to research and practice which focuses on building young 
peoples’ strengths (Holt et al., 2017). Such strengths can enable young people to lead 
successful and healthy lives and contribute effectively to society (Lerner, 2017). As highlighted 
in previous chapters, a key area of PYD through sport that has been the focus of much 
research attention is life skills development. According to Hodge and Danish (1999), life skills 
like teamwork, communication, and leadership are the skills required to deal with the demands 
and challenges of everyday life. Moreover, youth sport has long been recognised as an ideal 
setting for developing such life skills (Holt et al., 2017; Opstoel et al., 2019). This is 
unsurprising given that sport requires young people to work individually and in teams, problem 
solve and make decisions, develop one’s cognitive abilities, and display perseverance when 
learning new skills (Cope, Bailey, Parnell, & Nicholls, 2017). However, some research has 
shown that the influences and behaviours of coaches, parents, and peers can also have a 
detrimental effect on the development of PYD outcomes such as life skills (e.g., Camiré et al., 
2012; Fraser-Thomas & Côté, 2009; Ronkainen, Aggerholm, Ryba, & Allen-Collinson, 2021). 
 With that being said, it is important to note that past research has shown that 
participants’ life skills can be developed through sport providing a positive climate exists (e.g., 
Gould, Flett, Lauer, 2012; Mossman & Cronin, 2018; Vella, Oades, & Crowe, 2012). According 
to Holt et al.’s (2017) model of PYD through sport, the climate created by coaches, parents 
and peers can impact upon the life skills development of youth sport participants. Interestingly, 
researchers such as Camiré et al. (2012), Opstoel et al. (2019), and Telzer, Van Hoorn, 
Rogers, and Do (2018) highlight that youth is a period where key influencers such as parents, 
peers or coaches may have varying impacts on PYD outcomes and the impact of these key 
influencers can change as young people progress through their sporting lives (Wylleman et 
al., 2013). As outlined in Chapter 1, family are the first and key social influence on a young 
person’s development, however the influence of peers can become more prominent during 
adolescence due to young people desiring a need to belong and strong affiliation with their 





and colleagues’ (2013) who outline that in the early phase of adolescence young people are 
mostly influenced by their parents at the psychosocial level. However, as the majority of 
adolescence is spent in the developmental phase, the shift of psychosocial influence can move 
to peers, before coaches, and then followed by parents. With that being said, Opstoel et al. 
(2019) explain that adult leaders (e.g., coaches and teachers) play an important role 
throughout the entire period of adolescence as they structure the environment for which 
positive outcomes can be achieved. One study investigating coaches, parents, and peers 
simultaneously was conducted by Chan and colleagues (2011). In their study, to assess the 
impact of social influences initiated by coach, parents, and peers on athletes’ motivational 
patterns (self-rated effort, enjoyment, competence, and competitive trait anxiety), they 
discovered social influence from mothers was stronger in childhood. In line with Wyelleman et 
al.’s (2013) suggestions, the influence of peers was greater in adolescence. However, the 
coach was deemed more influential to athlete’s effort and enjoyment in childhood, and 
competence in adolescence. The age of participants in sport may be an important factor in the 
influence of parents and peers, however it appears coaches are a constant to some 
developmental changes.  
 Based on achievement goal theory (AGT; Nicholls, 1984), the motivational climate in 
sport refers to the social situation created by the coach and other social agents (e.g., parents 
and peers) which helps athletes to evaluate their competence in sport and how they view both 
success and failure (Duda & Appleton, 2016; Duda & Balaguer, 2007). Ames (1992) also 
suggested that an individual’s perception of the motivational climate was a key influencer of 
behavioural and psychological changes in people. The motivational climate in sport involves 
two different constructs: a mastery-oriented climate and/or an ego-oriented climate (Dweck & 
Leggett, 1988; Biddle, Wang, Chatzisarantis, & Spray, 2003). As identified by Newton, Duda, 
and Yin (2000), a mastery-oriented climate involves learning or mastery goals and focuses on 
participants’ self-improvement. In particular, a climate considered mastery-oriented is 
characterised by important roles (e.g., playing a key role within a team), effort/improvement 





group). In contrast, an ego-oriented climate involves performance or ego goals and focuses 
on comparing one’s abilities to that of others (Harwood, Keegan, Smith, & Raine, 2015). 
Newton et al. (2000) also suggests that an ego-oriented climate is characterised by 
punishment for mistakes (e.g., players being punished if they make a mistake), unequal 
recognition (e.g., the coach primarily recognising and supporting better players) and intra-
team member rivalry (e.g., competition and rivalry between players). According to the 
motivational climate literature (see Harwood et al., 2015 for a review) and achievement goal 
theory (Ames, 1992), a sports climate which focuses on mastery will largely result in 
participants displaying mastery behaviours or adopting mastery-oriented goals, which can 
lead to positive outcomes for participants (e.g., positive mood). In contrast, an ego-oriented 
climate is suggested to primarily result in participants displaying ego behaviours or outcome-
oriented goals, which can result in negative outcomes (e.g., burnout). Although generally 
having a detrimental effect on developmental experiences, Gould et al. (2012) also found that 
an ego-created climate can have a positive effect on some developmental experiences in 
sport. Moreover, both mastery and ego-oriented climates are created by coaches, parents, 
and peers (Chan et al., 2011; Harwood et al., 2015). As such, the present study investigated 
the associations between coaches, parents, and peers combined and participants’ life skills 
development in youth sport.    
 As suggested by Harwood et al. (2015), most research on the motivational climate in 
sport has investigated the coach. Specifically, Harwood and colleagues (2015) found that 59 
out of 109 studies in their review focused on the coaching climate. Indeed, within the sporting 
environment, coaches have long been considered as the most influential to the development 
of their athletes (Côté et al., 2014; Gould & Carson; 2008; Ntoumanis & Biddle, 2009). As 
such, the coaching climate is viewed as the key influencer of participants’ life skills 
development in sport (Gould & Carson, 2008; Martin & Camiré, 2020; Pierce et al., 2017). Key 
features of a coach-created mastery-climate include the coach placing values on hard work, 
encouraging their athletes to work together and do their best, and winning not being as 





participants being treated differently based on their ability, mistakes being punished, and a 
focus on performance over development.  Positive outcomes associated with a coach-created 
mastery-climate include greater task and social cohesion (Eys et al., 2013), needs satisfaction, 
prosocial behaviour (Hodge & Gucciardi, 2015), self-determined motivation, commitment 
(Alesi, Gómez-López, Borrego, Monteiro & Granero-Gallegos, 2019), task goal orientation and 
enjoyment (Gjesdal, Stenling, Solstad, & Ommundsen, 2019). In contrast, a coach-created 
ego-climate has been linked to lower levels of group cohesion (Eys et al., 2013), antisocial 
behaviours (Hodge & Gucciardi, 2015), anxiety and less enjoyment for participants (Gjesdal 
et al., 2019). Interestingly, some studies have found that a coach-created ego-climate is 
positively related to positive outcomes such as confidence and dedication in sport (Curran, 
Hill, Hall, & Jowett, 2015) and some developmental experiences (Gould et al., 2012), whereas 
other studies have found no association between an ego-climate and positive outcomes when 
adjusting for a mastery climate (e.g., Alesi et al., 2019; Alverez, Balaguer, Castillo, & Duda, 
2012). As such, the present study will also explore the possible relationships between ego-
created climates and participants’ life skills development in youth sport. 
 Another influential social agent in sport is the parents of participants. Although less 
studied, parents are thought to play a key role in the climate created for sports participants 
(White, Duda, & Hart, 1992; White, Kavussanu, & Guest, 1998). Key features of a parent-
created mastery-climate include young people identifying their parents as being satisfied with 
their work ethic, learning of new skills, and placing value upon learning such skills; whereas 
key features of a parent-created ego-climate include young people being punished for poor 
performance or making mistakes, over-involvement, and exerting pressure. Research has 
suggested that a parent-created mastery-climate is positively related to mastery goals, 
competence, autonomous motivation, and self-esteem. In contrast, a parent-created ego-
climate has been associated with ego-driven goals, increased levels of anxiety, lower self-
esteem, and perfectionistic cognitions (Appleton, Hall, & Hill, 2011; Atkins, Johnson, Force, & 
Petrie, 2015; Morris & Kavussanu, 2008; O’Rourke, Smith, Smoll, & Cumming, 2012, 2014; 





have on participants’ life skills development through sport when compared to other social 
agents. 
 Alongside coaches and parents, peers play a key role in influencing the motivational 
climate in sport (Ntoumanis & Vazou, 2005). Key features of a peer-created mastery-climate 
include an emphasis placed on self-improvement, effort, and relatedness support; whereas, 
key features of a peer-created ego-climate include a focus on social comparison, intra-team 
competition/ability, and intra-team conflict. A peer-created mastery-climate has been 
associated with positive outcomes such as heightened self-esteem, commitment (Vazou, 
Ntoumanis, & Duda, 2005), intrinsic motivation (Jõesaar, Hein, & Hagger, 2011), and positive 
character (Agans, Su, & Ettekal, 2018). A peer-created ego-climate has been linked to the 
negative outcomes of burnout (Smith, Gustafsson, & Hassmén, 2010; Al-Yaaribi & 
Kavussanu, 2017), antisocial behaviour (Cheon, Reeve, & Ntoumanis, 2019), and dropout 
(Jõesaar et al., 2011). It has also been reported that a peer-created ego-climate is negatively 
associated with positive outcomes such as task cohesion (McLaren, Newland, Eys, & Newton, 
2017) and basic need satisfaction in sport (Jõessar, Hein, & Hagger, 2011). 
 In recent years, studies have shown that coaches and parents play an important role 
in participant’s development of life skills through sport (Cronin & Allen, 2018; Mossman & 
Cronin, 2018). Regarding coaches, Cronin and Allen (2018) found that coach autonomy 
support was associated with youth sport participants’ development of eight different life skills. 
Likewise, Gould et al. (2012) found that a coach-created mastery and caring climate was 
positively associated with sports participants’ development of goal setting, initiative, cognitive 
skills, and personal and social skills. In relation to parents, only one quantitative study has 
assessed how parental behaviours impact upon young peoples’ life skills development in 
sport. This study by Mossman and Cronin (2018) reported that parental behaviours of praise 
and understanding, directive behaviour, and pressure are key contributors to the development 
of teamwork, problem solving and decision making, goal setting, and leadership in sport. 
Regarding peers, several researchers have suggested that a peer-created motivational 





2011; Agans et al., 2018). However, to the best of the authors’ knowledge, no previous 
quantitative research has investigated if the peer-created motivational climate is associated 
with participants’ life skills development in sport. Moreover, no previous quantitative studies 
have investigated the effect that coaches, parents, and peers combined have on participants’ 
life skills development through sport. These points are supported by the previous systematic 
review in Chapter 3.  
 Therefore, the present study investigated the relationships between the motivational 
climates created by the three social agents and participant’s life skills development in youth 
sport. The overall objective was to investigate if a mastery versus ego-climate created by 
coaches, parents, and peers was associated with participant’s life skills (teamwork, goal 
setting, social skills, problem solving and decision making, emotional skills, leadership, time 
management, and interpersonal communication) development in sport. The present study also 
had several key aims. To begin with, the study investigated which of the climates (mastery or 
ego) created by coaches, parents, or peers was most influential to participants development 
life skills through sport. Based on previous research (e.g., Côté et al., 2014; Gould & Carson; 
2008; Harwood et al., 2015; Martin & Camiré, 2020; Ntoumanis & Biddle, 2009; Pierce et al., 
2017), it was hypothesised that a mastery-climate created by the coach, followed by peers, 
and then parents would make the largest contribution to participant’s life skills development 
through sport. Next, the study investigated if a mastery-climate created by coaches, parents, 
and peers was positively related to participant’s life skills development in sport. Based on the 
available research evidence (e.g., Harwood et al., 2015), it was hypothesised that climates 
characterised by coaches, peers, and parents displaying high levels of mastery-orientation 
would be positively related to participant’s life skills development. Conversely, it was 
hypothesised that coach, peer, and parental climates characterised by high levels of ego-
orientation would have no relationship or a negative relationship with participant’s life skills 
development (Cheon et al., 2019; Hodge & Gucciardi, 2015; O’Rourke at al., 2014). A final 
exploratory aim of the present study was to assess which (if any) of the social agents had a 





would help inform coaches, parents and club administrators on how best to tailor the sporting 
climate to ensure that participants develop their life skills through sport. 
Method 
Participants 
 A sample of 308 English youth sport participants, aged 11–21 years, took part in this 
study (Mage = 14.67, SD = 2.20). The sample had significantly more male (n = 245) than 
female participants (n = 63), with one participant not reporting their gender. A total of 31 sports 
were represented in the sample. Football (n = 177) was the best represented sport, followed 
by netball (n = 24), swimming (n = 14), rugby union (n = 12), hockey (n = 11), and cricket (n = 
11). A further 25 sports (e.g., rugby league, boxing, basketball, and badminton) were all 
represented at frequencies below 2%. The participants played their main sport for an average 
of 2.61 hours per week (SD = 2.52) and had an average of 5.46 years (SD = 3.66) of playing 
experience. On average, the two parents combined attended their child’s competition or 
training for an average of .89 hours per week (SD = 1.75).  
Procedures 
 Following approval from the university’s ethics committee, participants were recruited 
from local schools and sports clubs in England. An email was initially sent to head coaches at 
sports clubs and physical education teachers in schools, before face-to-face meetings were 
arranged and permission to survey the sports club or school was granted. Before completing 
the survey (see Appendix B), informed consent was obtained from either the youth sport 
participant or their parent/guardian (if under 16 years of age). The researcher also gave an 
introductory statement which explained the purpose of the study, that there were no right or 
wrong answers, and all information provided would remain confidential. It took approximately 
25 minutes for participants to complete the survey. Participants completed their 
questionnaires in a school setting away from their coaches, teammates, and parents and 
were asked to answer all items honestly and accurately.  
Measures 





for Sport (LSSS; Cronin & Allen, 2017). This 43-item scale uses the stem “This sport has 
taught me to…” which is followed by items allowing participants to rate the extent to which 
they develop eight key life skills through playing sports. The life skills include teamwork (7 
items; e.g., “work well within a team/group”), goal setting (7 items; e.g., “set challenging 
goals”), time management (4 items; e.g., “manage my time well”), emotional skil ls (4 items; 
e.g., “use my emotions to stay focused”), interpersonal communication (4 items; e.g., “speak 
clearly to others”), social skills (5 items; e.g., “get involved in group activities”), leadership (8 
items; e.g., “organise team/group members to work together”), and problem solving and 
decision making (4 items; e.g., “think carefully about a problem”). Participants respond to items 
on a scale ranging from 1 (not at all) to 5 (very much). Past research has evidenced the validity 
and reliability of this scale with sports participants (Cronin & Allen, 2017, 2018; Mossman & 
Cronin, 2018). The reliability coefficients in the present study ranged from .85 to .96 (see Table 
6). These values were deemed acceptable (> .60) according to Hair et al.’s (2014) criteria. 
 Coaching climate. Perceptions of the coaching climate were measured using the 
Motivational Climate Scale for Youth Sports (MCSYS; Smith, Cumming, & Smoll, 2008). This 
12-item questionnaire allows participants to rate their coach in terms of a mastery (e.g., “the 
coach told us that trying our best was the most important thing”) and ego-climate (e.g., “the 
coach paid most attention to the best athletes”). Each item is rated on a 5-point rating scale 
from 1 (not at all true) to 5 (very true). This scale has shown acceptable internal consistency 
reliability and factorial validity with sports participants (Harwood et al., 2015). In the current 
sample, the mastery climate subscale had an alpha value of .85; whereas, the ego climate 
subscale had an alpha value of .56. After removing one item that was negatively affecting the 
reliability of the ego climate subscale, the Cronbach’s alpha coefficient was .67.  
 Parent climate. Perceptions of the parental climate were assessed using the Parent 
Initiated Motivational Climate Questionnaire (PIMCQ-2; White, 1996). This 36-item 
questionnaire allows participants to rate their mother and father (18 identical questions for 
each) in terms of creating a learning and enjoyment climate (9 items; e.g., “believes enjoyment 





me worried about failing”), and a success-without-effort climate (4 items; e.g., “says it is 
important for me to win without trying hard”). The learning and enjoyment subscale measures 
the mastery climate, whereas the worry-conducive and success-without-effort subscales can 
be combined to measure the ego climate (O’Rourke et al., 2012, 2014). In the present study, 
ratings of both parents were combined to create a parent mastery-climate and a parent ego-
climate score. All items were rated on a 5-point response scale ranging from 1 (strongly agree) 
to 5 (strongly disagree). Evidence for the factorial validity and internal consistency reliability of 
the scale has been provided by White (1996, 1998). In the current sample, the scale displayed 
the following alpha values: parent mastery-climate (.91) and parent ego-climate (.89).  
 Peer climate. Perceptions of the peer motivational climate were assessed using the 
Peer Motivational Climate in Youth Sport Questionnaire (PeerMCYSQ; Ntoumanis & Vazou, 
2005). This 21-item survey includes five subscales and allows participants to rate their peers 
on improvement (4 items; e.g., “help others to improve”), relatedness support (3 items; e.g., 
“make group members feel valued”), effort (5 items; e.g., “encourage group members to try 
their hardest”), intra-team competition/ ability (5 items; e.g., “encourage each other to outplay 
fellow group members”), and intra-team conflict (4 items; e.g., “make negative comments that 
put group members down”). These subscales are incorporated into two higher order factors 
(peer mastery-climate: improvement, effort, and relatedness support; peer ego-climate: intra-
team competition/ability and intra-team conflict). Participants responded to items on a scale 
ranging from 1 (strongly disagree) to 7 (strongly agree). This survey has shown acceptable 
levels of internal consistency reliability (Tamminen, Gaudreu, McEwen, & Crocker, 2016) and 
evidence of factorial validity (Ntoumanis & Vazou, 2005). In the current sample, the scale 
displayed the following alpha values: peer mastery-climate (.93) and peer ego-climate (.74).  
Statistical Analysis 
Preliminary data analyses, descriptive statistics, correlations, and standard multiple 
regression analyses were all conducted using SPSS 25.0 (IBM Corporation, 2017). All major 
assumptions of the statistical tests conducted were met. In terms of the multiple regression 





across the multiple regression analyses. All VIF values were below the 5 or 10 deemed 
acceptable by Hair et al. (2014). R2 values (i.e., the variance explained) for each outcome 
variable in the multiple regression analyses were converted to Cohen’s f2 (an effect size 
measure) using the following formula (R2 divided by 1 - R2) and can be judged as small (f2 ≥ 
.02), medium (f2 ≥ .15), or large (f2 ≥ .35) based on Cohen’s (1988) guidelines. 
Results 
Preliminary Analysis  
Eight participants had more than 5% missing data and were therefore removed from 
the sample. For the remaining sample (N = 300), out of 112 items answered, each individual 
item was left blank an average of 1.07 times across the whole sample (SD = 1.18; range = 0–
5). Missing data analysis revealed no pattern to these missing values, rather the data was 
missing at random. As the percentage of missing data was very low (0.4%) and we wanted to 
minimise lost data, a mean substitution was performed. Mean substitution is a valid approach 
when a small percentage of data is missing from a moderately sized sample (Tabachnick & 
Fidell, 2013). Prior to conducting the main analysis, data were screened for normality. 
Skewness values ranged from -0.89 to 0.54 and kurtosis values ranged from -0.72 to 1.23 
indicating reasonable normality (Tabachnick & Fidell, 2013).  
Descriptive Statistics 
Table 6 presents the mean scores, scale ranges, standard deviations, reliability 
coefficients, and correlations for all variables. The mean scores demonstrate that participants 
perceived the motivational climates created by their coaches, parents, and peers as more 
mastery than ego-oriented. The mean scores on the 1–5 response scale for the coaching 
climate were as follows: mastery-climate (3.89) and ego-climate (2.62). For the parental 
climate, mean scores on the 1–5 response scale were as follows: mastery-climate (3.80) and 
ego-climate (2.39). For the peer climate, the mean scores on the 1–7 response scale were: 
mastery-climate (5.22) and ego-climate (3.92). The mean scores on the 1–5 response scale 
of the LSSS were as follows: teamwork (3.88), goal setting (3.63), social skills (3.39), problem 





management (3.33), interpersonal communication (3.67), and total life skills (3.55). Based on 
these results, it could be concluded that participants perceive they were learning at least 
‘some’ (3 on response scale) life skills through sport.  
The correlational analysis revealed the coach-created mastery-climate was 
significantly (p < .001) and positively related to all eight life skills and total life skills (r range = 
.38–.58). The coach-created ego-climate was negatively related to goal setting (r = -.12, p < 
.05), problem solving and decision making (r = -.16, p < .01), leadership (r = -.13, p < .05), 
interpersonal communication (r = -.14, p < .01), and total life skills (r = -.14, p < .05). The 
correlational analysis also showed that the parent-created mastery-climate was significantly 
(p < .001) and positively related to all eight life skills and total life skills (r range = .29–.45). 
The parent-created ego-climate was significantly and negatively related to all eight life skills 
and total life skills (r range = -.15 to -.22, all p values < .05). Finally, the correlational analysis 
revealed the peer-created mastery-climate was significantly (p < .001) and positively related 
to all eight life skills and total life skills (r = .43–.71). The peer-created ego-climate showed no 























Standard multiple regression analyses (see Table 7) revealed that the model which 
included coach, parent, and peer-created mastery- and ego-climates explained a significant 
amount of the variance in teamwork (R2 = .44, p < .001), goal setting (R2 = .32, p < .001), 
social skills (R2 = .31, p < .001), problem solving and decision making (R2 = .29, p < .001), 
emotional skills (R2 = .21, p < .001), leadership (R2 = .44, p < .001), time management (R2 = 
.23, p < .001), interpersonal communication (R2 = .37, p < .001), and total life skills (R2 = .54, 
p < .001). The peer-created mastery-climate displayed the strongest positive associations with 
all eight life skills: teamwork (β = .51, p < .001), goal setting (β = .28, p < .001), social skills (β 
= .43, p < .001), problem solving and decision making (β = .41, p < .001), emotional skills (β 
= .38, p < .001), leadership (β = .59, p < .001), time management (β = .30, p < .001), 
interpersonal communication (β = .55, p < .001), and total life skills (β = .56, p < .001). The 
coach-created mastery-climate was positively associated with teamwork (β = .16, p < .01), 
goal setting (β = ..22, p < .01), social skills (β = .18, p < .05), problem solving and decision 
making (β = .16, p < .05), and total life skills (β = .17, p < .01). The parent-created mastery-
climate was positively associated with goal setting (β = .18, p < .01), and time management 
(β = .13, p < .05). The peer-created ego-climate was positively associated with leadership 
skills (β = .11, p < .05) and negatively associated with communication (β = -.04, p < .05). The 
coach-created ego-climate was positively associated with teamwork (β = .11, p < .05), and 
social skills (β = .13, p < .05). The parent-created ego-climate was negatively associated with 

















 The purpose of this study was to investigate the relationships between coach, parent, 
and peer-created motivational climates and participant’s life skills development in youth sport. 
Specifically, this study aimed to establish which of the three social agents are key to 
developing life skills through sport. This is novel for the research literature as no previous 
quantitative studies have investigated if the climate created by these three social agents has 
a perceived influence on participants’ development of life skills in sport. As highlighted in the 
systematic review in this thesis, studies have instead investigated coaches, parents, or peers 
in isolation. 
 In what can be viewed as an unexpected finding, it was discovered that the peer-
created mastery-climate made the largest positive contribution to participants’ development of 
all eight life skills and total life skills. Whilst some researchers have stressed the importance 
of the peer climate (e.g., Ntoumanis & Vazou, 2005; Chan et al., 2011), a large proportion of 
past studies have described the coach as the key influencer of PYD outcomes (e.g., Côté et 
al., 2014; Gould & Carson; 2008; Harwood et al., 2015; Martin & Camiré, 2020; Ntoumanis & 
Biddle, 2009; Pierce et al., 2017). However, the novel findings from the current study show 
that peers play the greatest role in terms of young people developing their life skills in sport. 
Along with self-esteem, commitment, intrinsic motivation, and positive character being positive 
outcomes of a peer-created mastery-climate (Agans, et al., 2018; Jõesaar, Hein, & Hagger, 
2011; Vazou et al., 2005), it is reassuring that peers also help each other to develop their life 
skills through sport by creating a mastery-oriented climate. Another way of evaluating the 
findings from the current study would be to assess the results based on Wylleman et al.’s 
(2013) holistic athletic career model. As the mean age of participants in the current study fall 
within developmental stage at the athletic level of the model, this would perceive peers to be 
more influential during this period of adolescence. However, coaches can also be a key 
influencer within this age group and throughout adolescence (Opstoel et al., 2019). Therefore, 
future studies would need to be conducted to make a full assessment on who is the most 





to Wylleman et al.’s (2013) model. From a practical perspective, youth sport participants 
should be encouraged to create a mastery-oriented climate by helping each other to improve, 
caring about each other’s values and opinions, and helping set a positive example by exerting 
maximum effort. Youth sport researchers should also be encouraged to further investigate the 
novel finding that peers have the most impact on participants’ life skills development in sport. 
In doing so, as has been investigated with coaches, studies can assess the impact of peer 
autonomy support on life skills development. Likewise, the impact of peer task and social 
cohesion on life skills development could also be investigated. Interestingly, findings from this 
study indicated that the peer-created ego-climate positively contributed to participants’ 
leadership skills. This was an unexpected finding that may be due to the competitive nature of 
the sporting environment (Holt et al., 2017). Specifically, it may be the case that some level of 
criticism when mistakes are made, or complaints when the team doesn’t win, can result in 
participants developing greater leadership skills in youth sport. Future studies can investigate 
this proposition further by examining the amount peer conflict within teams/groups influences 
participants’ life skills development in sport. Also, the level of competition (e.g., recreational v 
elite) could be examined.  
 Similar to previous research (e.g., Gould et al., 2012; Harwood et al., 2015), this study 
found the mastery-climate created by coaches, parents, and peers displayed positive 
relationships with participants’ development of the eight life skills (teamwork, goal setting, 
social skills, problem solving and decision making, emotional skills, leadership, time 
management, and interpersonal communication) and total life skills in sport. This finding 
supports Holt et al.’s (2017) PYD through sport model which highlighted that coaches, parents, 
and peers all play a part in participants’ development in sport. As such, creating environments 
which promote learning, enjoyment, effort, relatedness support, and improvement should be 
encouraged by coaches, parents, and peers of youth sport participants (Dweck & Leggett, 
1988; Harwood et al., 2015). In practical terms, coaches can encourage their athletes to help 
each other improve their skills and compliment participant’s improvements, parents should 





effort, and peers should be encouraged to help each other improve and make their teammates 
feel valued. All three social agents could also be educated about the impact they can have on 
participants’ life skills development through coach education courses, parent workshops, and 
peer/team meetings. Coach education (and the education of others) is particularly important 
due to the lack of a PYD focus on education courses (Trottier & Robitaille, 2014; Vella et al., 
2011).  
 Whilst this study found peers to have the greatest positive influence on participants’ 
life skills development, coaches who created a mastery-climate also contributed positively to 
participants’ development of teamwork, goal setting, social skills, problem solving and decision 
making, and total life skills. This finding provides support for past studies which have shown 
that coach autonomy support and a coach-created mastery-climate are positively related to 
participants’ life skills development in youth sport (e.g., Cronin & Allen, 2018; Gould et al., 
2012). Interestingly, a coach-created ego-climate also positively contributed to participants’ 
development of teamwork and social skills. This supports previous research (e.g., Curran et 
al., 2015; Gould et al., 2015) where an ego-climate created by the coach had some links to 
positive developmental outcomes. Based on these findings, coaches should be still be 
encouraged to create a climate which is fun for participants, focused on development and 
learning new skills, and encourages participants to try their best. However, climates where 
performance goals take some priority should not be ruled out and why this may be the case 
would warrant further investigation. 
 In the present study, the parent-created mastery-climate also contributed positively 
to participants’ development of goal setting and time management and a parent-created ego-
climate contributed negatively to teamwork. It should come as no surprise that parents had 
the smallest impact on participants’ life skills development given how little time they spent at 
their child’s training or competition in this study (less than one-hour per-week). It could also 
be the case that goal setting and time management can be viewed as the life skills parents 
can affect the most from outside of the sports environment, whereas teamwork would be the 





current study. As such, this may explain why the parent-created mastery- and ego-climates 
was associated with these particular life skills. Based on the findings from this study and past 
research (Mossman & Cronin, 2018), parents should still be encouraged to create a mastery-
oriented climate and display positive behaviours such as praise and understanding to help 
develop their child’s life skills through sport.  
Limitations and Future Recommendations 
It must be noted that this study is not without limitations. To begin with, as with any 
self-report data, there is always a limitation in terms of the truthfulness of responses and 
potential social desirability. However, these concerns were addressed via requests for honest 
responses and explaining the protection of participant anonymity. Next, the study relied upon 
participants’ perceptions regarding the motivational climate and life skills development in 
sport. In this regard, future studies could gain the perspectives of coaches and parents to help 
support participants’ perceptions of the sporting climate and life skills development through 
sport. Another limitation was that this study had a cross-sectional research design and could 
not examine causality. Given the promising cross-sectional findings from the present study, 
future experimental or longitudinal studies can investigate the causal relationships between 
the motivational climate and participants’ life skills development in sport. Also, the findings 
from this study are heavily weighted towards male sport participants, and as such, the findings 
may not generalise to female participants. Therefore, future research should include an even 
sample of both male and female sport participants. Another limitation was that the parents 
scores were combined to create an overall parent mastery and parent ego-climate. As mothers 
and fathers can differ in terms of the behaviours and attitudes they display towards their child, 
further studies could investigate these separately in relation to life skills development. Finally, 
even though the results of this study are positive in relation to life skills development, as 
previously highlighted a life skill developed in sport can only be considered as such if i t 
transfers to other areas of the youth sport participants’ lives (Holt et al., 2016; Pierce et al., 
2017). Therefore, future research should assess if these eight key life skills developed through 






 In summary, the present study provided several unique contributions to the research 
literature. Interestingly, it was discovered that peers had the greatest positive influence on 
participants’ life skills development, making the largest unique contribution to all life skills and 
total life skills. Also, a peer-created ego-climate positively contributed to the development of 
leadership skills. Coaches and/or parents also contributed positively to some life skills and 
total life skills. Findings from this study showed that the mastery-climate created by coaches, 
parents, and peers positively related participants’ life skills development in sport. Overall, 
these findings suggest that all three social agents should be encouraged to create a mastery-
oriented climate in youth sport. However, some aspects of an ego-created climate can still 


































Development and Initial Validation of the 




















 Within the field of psychology, Stevens (1946) defined measurement as “the 
assignment of numerals to objects or events according to rules” (p. 677). DeVellis (2011) says 
that assigning numbers to objects allows people to communicate more efficiently and 
precisely, and measurement allows for scientific observations to become more meaningful 
due to the power of statistics. There is a vast history on scale development, however the 
foundations of precise and truthful measurement are reliability and validity. As Schutz (1994) 
suggests, the first stage of the research process should certify scales as being reliable and 
valid. In doing so, the researcher can be confident a true relationship exists between variables. 
Hence, it is important to discuss reliability and validity of a newly developed scale in more 
detail. 
Reliability 
Classical test theory indicates an observed score of a test is equivalent to the true 
score plus an error score (John & Benet-Martínez, 2000). The reliability coefficient is the ratio 
of the true score to the observed score variances (Raykov & Marcoulides, 2010; Zhang & 
Yuan, 2016). Throughout research, several items are used to test a construct through a 
combined score (Zhang & Yuan, 2016). Internal consistency reliability refers to the extent to 
which each item in a scale is measuring the same variable and allows for the calculation of 
the true score and error score of a scale. Values closer to 1.0 are said to express greater 
reliability (Pallant, 2013), with scores above .70 considered acceptable for the psychological 
field and scores above .80 favoured for new scales (Hair et al., 2014; Nunnally & Berstein, 
1994). Using a scale which is more reliable is considered ideal as future statistical analysis 
will show fewer errors and increase statistical power (DeVellis, 2011). Cronbach’s alpha (α; 
Cronbach & Shavelson, 2004) and McDonald’s omega (ω; McDonald, 1999) are the most 
commonly used measures of reliability and both make their own assumptions (Raykov & 
Marcoulides, 2015; Zhang & Yuan, 2016). For example, α is equal to reliability “only when the 
items used are true score equivalent and the error scores are uncorrelated” (Zhang & Yuan, 





The validity of ω does not need items to be true score equivalent but does require 
homogeneous or unidimensional items (Zhang & Yuan, 2016).  
Validity 
As well as reliability for scales, it is also important to assess validity. Although validity 
is considered less accurate and more subjective than reliability (Kline, 2000), is it described 
as the ability of a scale to measure what it is supposed to measure (Pallant, 2013). For a scale 
to be considered ‘truly’ valid, various forms of validity should be considered. Some of these 
include content validity, convergent validity, discriminant validity, and construct validity.  
Content Validity 
Haynes, Richard, and Kubany, (1995) describe content validity as “the degree to which 
elements of an assessment instrument are relevant to and representative of the targeted 
construct for a particular assessment purpose” (p. 239). For example, an item which is 
supposed to measure if a particular life skill transfers from sport to school (e.g., “I use these 
teamwork skills in school/education”) actually reflects if that life skills is transferring to school. 
Also, as discussed by John and Benet-Martínez (2000), content validity is evident when items 
on a scale measure exactly what they are supposed to measure, and the items denote the 
range of the construct in question. Thus, when thinking again about transfer and the range of 
transfer areas (e.g., school/education, home/family, community, employment, and social 
settings), a transfer scale should assess each of these components. Content validity can be 
assessed by using content experts to determine whether items in a scale relate to a specific 
construct (Haynes et al., 1995). Once the experts have rated items, the content validity can 
be calculated using the content validity index (CVI; Lynn, 1986). The CVI is a scoring system 
which computes the ratings of item relevance based on the scores given by content experts. 
Two types of CVI are considered important when developing a scale (Polit & Beck, 2006): a) 
the content validity index for items (I-CVI) which assesses expert ratings for individual items, 
and b) the content validity index for the scale (S-CVI) which provides the content validity of 
the overall scale. The S-CVI can then be reported using the average I-CVI scores across all 






Evidence of similarity between measures of theoretically related constructs 
demonstrates convergent validity (DeVellis, 2011). As demonstrated by Anderson and 
Gerbing (1988), convergent validity can also be evidenced when all individual items in a scale 
load sufficiently on to their corresponding factor. For example, items relating to leadership on 
the Life Skills Scale for Sport – Transfer Scale (LSSS-TS; discussed later in this chapter) 
would expect to converge on to its corresponding leadership transfer item.   
Discriminant Validity 
DeVellis (2011) is demonstrated when large correlations between measures of 
unrelated constructs are non-existent and when subscales in an overall scale are 
demonstrated to measure independent constructs. For example, life skills such as teamwork, 
time management, and problem solving and decision making should not correlate so highly 
that they appear to be measuring the same construct.  
Construct Validity 
Content validity incorporates all classes of validity and involves considering all major 
types of validity (Haynes et al., 1995). Therefore, only after assessing (and continually 
assessing validity evidence) the other types of validity can a scale be considered valid or not.  
Important Considerations 
According to experts (e.g., Thompson, 2003), validity and reliability are currently 
viewed as a property of test scores as opposed to a property of a test. What this means is a 
test can no longer be considered as valid but evidence of validity can be providing by analysing 
test scores. Also, validity of a scale is now considered a continuous process over time 
(DeVellis, 2011). Therefore, as psychometric assessment of a scale is deemed an ongoing 
process, initial validation of a scale should state that there is some proof of validity and 
reliability as opposed to the scale being considered valid and reliable. With this in mind, it is 
important for concerns regarding validity and reliability to be considered as soon as a 
researcher elects to develop a scale, and researchers should collect validation and reliability 






 DeVellis (2011) describes the requirements for developing a good quality scale. The 
first part of this process is to ensure an already established scale does not exist. If the need 
for a scale is established, the following steps should be taken: (a) define the construct you 
want to measure; (b) list the components of the construct; (c) generate an item pool; (d) review 
all items carefully, (e) assess the content validity of items; (f) select the response scale; and 
(g) decide on the scale length and format. Such a process was followed when developing the 
new transfer scale in this study. 
Defining the Construct 
Firstly, when developing a new scale, it is important to define the construct which will 
be measured (Clarke & Watson, 1995). This involves examining the existing literature to see 
if an adequate definition exists and, if not, the researcher should consider developing their 
own. Clark and Watson (1995) suggest using a broad definition as it is easier to exclude 
unnecessary items rather than adding items which may be needed at a later stage.  
Components of the Construct 
Once a definition has been chosen, the next step is to decide on the components of 
the construct (Clark & Watson, 1995). This again involves reviewing the current literature to 
determine what other researchers see as making up the construct. Messick (1995) state that 
selecting such components requires the need to select all relevant components of the 
construct and eliminating extraneous components. At the initial stage, Clark and Watson 
(1995) suggest selecting too many components and eliminating them further along the 
development process.  
Generating items 
Next is developing items to assess the construct with each item reflecting the construct 
clearly. This is important as the quality of the overall scale is reliant on the items that make up 
the scale (DeVellis, 2011). Again, a review of the literature can help to generate items, along 
with interviews with the population of interest, ideas from subject experts, or examining other 





point to generate a higher number of items, sometimes even three to four times larger than 
the final scale, with content validity and statistical analysis reducing the number of items as 
the process continues (DeVellis, 2011). A larger number of items at this point will increase the 
likelihood of higher quality items in the final scale.  
Reviewing Items 
After the items have been generated, it is important to carefully review the items. At 
this point, independent parties may become involved and help with the process. Such parties 
may include colleagues with expert knowledge, representatives from the population of interest, 
or people with excellent proof-reading abilities. When items are being reviewed, it is 
recommended to keep items short and easy to understand, make sure items are at the level 
for the participants intended to complete the scale, avoid double-barrelled items (e.g., items 
asking two questions at once), and avoid using language which may not be easy to understand 
by a wide variety of cultures (DeVellis, 2011).  
Assessing Content Validity 
After the items have been reviewed, it is important to gather content validity evidence 
(Clarke & Watson, 1995). As discussed previously, the best way to do this is asking experts 
in the research area to review the items. It is important for these expert reviewers to be 
independent of the developer of the scale as to avoid any potential bias when reviewing the 
items. Throughout the review process, it is important to inform the reviewers of the purpose of 
the scale, define the construct being measured, outline the factors of the construct, and inform 
them of the population the scale will be used with. Experts will then rate the scale and the CVI 
scores can be generated for each item. Expert reviewers should also be asked to allocate 
items to the component of the construct they believe the item represents (e.g., when reading 
an item such as “I use these teamwork skills at home ”, the reviewers would be expected to 
assign this item to home/family). Finally, as suggested by DeVellis (2011), the reviewers 
should be given the opportunity to provide any additional comments for the items and scale 







Now the items have been generated, the next part of the process is to select the 
appropriate response scale. Fanning (2005) suggests 5 – 9 response options, whereas Hinkin 
(1995) suggests 5 or 7 responses. Johns (2010) recommends having a neutral midpoint in the 
response scale. Due to the cognitive abilities of younger participants, it may be necessary to 
use a smaller response scale. Lastly, it is also important to label the responses appropriately 
and ensure there is an appropriate progression.  
Length and Format of the Scale 
The final part of the scale development process is making decisions on the length and 
format of the scale. As outlined by Herzog and Bechman (1981), the scale must be long 
enough to measure the constructs but also short enough so the respondents will not lose 
interest when completing it or fail to respond to items, resulting in missing data. Instructions 
on how to complete the scale, the layout, and overall presentation form important parts of the 
formatting of the scale and, as such, scale developers should have a clear, easy-to-follow, 
and professional format to their scale. Such a professional approach to the scales appearance 
will help to generate full and precise responses from participants (Fanning, 2005).   
Brief Summary 
 It has been important to highlight the importance of scale development and cover the 
reliability and validity information, along with the detailed processes involved when developing 
a new scale. This information, and best practice examples from the research literature (e.g., 
Cronin & Allen, 2017), helped to guide the development of a new scale to assess life skills 
transfer. The next part of this chapter will document the two studies conducted to develop and 
validate the Life Skills Scale for Sport – Transfer Scale.  
Introduction 
Positive youth development (PYD) through sport is an approach to research and practice 
that aims to investigate how sport can be used to promote developmental outcomes in young 
people. As discussed in Chapter 1, Furlong (2013, p. 3) states that youth can be sufficiently 





characterizes childhood and the independence of adulthood”. This particular period is said to 
start at around 11-years of age and continue for approximately 10-years to the age of 21 
(Papalia, Olds, & Feldman, 2006).  
Holt et al. (2016) state that PYD through sport is:  
“intended to facilitate youth development via experiences and processes that enable 
participants in adult-supervised programs to gain transferable personal and social life 
skills, along with physical competencies. These skills and competency outcomes 
enable participants in youth sport programs to thrive and contribute to their 
communities, both now and in the future” (p. 231). 
Key developmental outcomes of the PYD approach include enhancing young people’s 
psychological well-being and developing their life skills (Jones et al., 2011a). Both 
psychological well-being and life skills are important for preparing young people for the 
challenges they will encounter in later life (Coleman, 2011; Holt, 2016).  
Life skills in particular have received a great deal of research attention and are 
described as a series of transferable skills required by all people to help them succeed in 
everyday life (Jones & Lavellee, 2009; Holt et al., 2020). Examples of such skills include 
interpersonal communication, goal setting, leadership, and problem solving. As explained by 
Cope et al. (2017), a skill is something which can be learned, is an action with an outcome in 
mind, and is something which can be practiced and developed over time. Furthermore, key to 
the definition of a ‘life’ skill is that the skill can be transferred to another area of a persons’ life 
(e.g., at home, in school, or in their community). Developing such life skills will help 
adolescents grow healthily and aid their transition through life, allowing for their success in 
education, future employment, and promoting their health (Steptoe & Wardle, 2017; World 
Health Organisation, 1999).  
Over the last two decades it has become increasingly apparent that life skills can be 
developed in appropriately organized extracurricular activities such as drama, music, physical 
education, and sport (Holt et al., 2017; Larson, 2000; Opstoel et al., 2019). Of these 





peoples’ life skills due to its emotional, social, competitive, and interactive nature, along with 
its popularity amongst young people (Cronin & Allen, 2017). As highlighted in a review 
conducted by Johnston et al. (2013) and the systematic review in Chapter 3 of this thesis, 
there are a range of different life skills that young people develop through sport. From this 
review, the most commonly cited and therefore what could be considered as key life skills 
developed through sport include teamwork, social skills, time management, goal setting, 
problem solving and decision making, interpersonal communication, leadership, and 
emotional skills. These specific life skills can be assessed using the Life Skills Scale for Sport 
(LSSS; Cronin & Allen, 2017).  
Along with assessing the extent to which young people develop their life skills through 
sport, researchers know a great deal about how athletes develop life skills through sport and 
who are the key influencers driving this development. To begin with, Turnnidge, Côté, and 
Hancock (2014) and later Holt et al. (2017) described how life skills’ development can be 
fostered through implicit and explicit processes. The implicit process involves young people 
having positive experiences in the PYD climate (e.g., relationships with their coaches, peers, 
or parents), whereas the explicit process ensues when activities are structured to purposely 
teach life skills (e.g., a life skills through sport program). Several studies have also highlighted 
how the coaching climate impacts upon the life skills development of athletes (e.g., Cronin & 
Allen, 2015; Gould et al., 2012; Vella et al., 2012). Other researchers have highlighted how 
peer relationships can help promote life skills development through sport (e.g., Fraser-Thomas 
and Côté, 2009; Strachan & Davies, 2015). Some studies have also highlighted positive 
associations between parental behaviours and participants’ life skills development through 
sport (e.g., Mossman & Cronin, 2018), although research investigating parents has received 
less attention. In a novel piece of research, Chapter 4 of this thesis investigated all of these 
social agents combined, as well as assessing which of the social agents are deemed most 
influential to life skills development through sport. Finally, numerous life skills through sport 
programs such as The First Tee (Weiss, 2008), Sport United to Promote Education and 





(Holt et al., 2013) have resulted in the development of life skills including goal setting, 
confidence, teamwork, communication, and leadership in young people. 
Along with promoting the learning of life skills in sport, youth sport researchers and 
practitioners are interested in the transfer of life skills to other domains. In essence, for a skill 
developed in sport to be truly considered a life skill, it must be successfully transferred and 
applied away from the sporting domain in which it was learned (Holt et al., 2016; Pierce et al., 
2017). As such, the life skills the participants perceived they developed in Chapter 4 can only 
be confirmed as life skills if they transfer to other areas of their lives. The process of life skills 
transfer has been defined by Pierce et al. (2017) as: 
“the ongoing process by which an individual further develops or learns and internalises 
a personal asset (i.e., psychosocial skill, knowledge, disposition, identity construction, 
or transformation) in sport and then experiences personal change through the 
application of the asset in one or more life domains beyond the context where it was 
originally learned” (p. 194). 
Just like developing life skills, the process of transferring these skills from sport to non-sporting 
domains (e.g., home or school) is an ongoing process which is developed over time (Pierce 
et al., 2017). Bean, Kramers, Forneris, and Camiré (2018) explained this idea in their 
continuum of life skills development and transfer which includes an implicit/explicit continuum 
involving six key levels: 1) structuring the sport context (e.g., designing a program and setting 
rules), 2) facilitating a positive climate (e.g., modelling positive behaviours and fostering 
positive relationships), 3) discussing life skills (e.g., define life skills and discuss their 
importance), 4) practicing life skills (e.g., create opportunities to practice and enable time to 
reflect), 5) discussing transfer (e.g., talk about the importance of transfer and make athletes 
aware of transfer opportunities), and 6) practicing transfer (e.g., links with parents, teachers, 
and members of the community and giving opportunities to transfer life skills). Within lower 
levels of the continuum (e.g., levels 1 and 2) a more implicit approach is involved; whereas, 






 Before this, Jacobs and Wright (2018) proposed a conceptual model for the transfer of 
life skills embedded in sport-based youth development. Their model mainly focuses on 
learning in-program and the transfer process. However, the importance of contextual factors 
(e.g., student, teacher, and environment) that influence both of these main components are 
recognised. Within the in-program learning component, the key factors are student learning 
(e.g., awareness and understating of life skills and sporting context), and program 
implementation (e.g., relationships/social support, a positive motivational climate, and 
integration, reflection, discussion, and practice of life skills instruction). The key factors of the 
transfer process component are cognitive connections (e.g., experiential value, motivated use 
and expansion of perception) and application of transfer (e.g., use of life skills outside of the 
program). As described by Jacobs and Wright (2018), this model provides a valuable 
understanding of how sports programs can be used to facilitate life skills transfer and the key 
process involved.  
Given that transfer is a key aspect of the process of developing life skills through sport, 
it is somewhat surprising that there has been little focus or limited evidence of the transfer 
process occurring (Holt at el., 2017; Jacobs & Wright, 2019; Pierce et al., 2019). As explained 
by several researchers (e.g., Jacobs & Wright, 2019; Kendellen & Camiré, 2020), many life 
skills transfer studies have been qualitative in nature and involved one-shot interview designs. 
In such studies, athletes and/or coaches and parents have discussed how athletes transfer 
life skills learned in sport to areas away from sport without any follow-up assessment to see if 
this is the case. Holt et al. (2017), in their review study, also highlight the importance of 
transferring PYD through sport outcomes to other domains. However, this study highlighted 
that transfer was reported in only 17 of the 63 qualitative studies analysed. Again, these 
studies simply reference coaches having discussions with their athletes regarding the 
importance of transfer, as opposed to assessing if athletes have actually transferred life skills 
to other domains. From a quantitative perspective, the review in Chapter 4 discovered that 15 





transfer occured. So, whilst transfer is important and regularly discussed in the qualitative 
literature, further research is needed on the transfer of life skills from sport to other areas.  
Thus, it seems that the measurement of transfer is a key issue for researchers 
interested in assessing the transfer of life skills from sport to other domains. Specifically, there 
is currently only one quantitative measure to assess life skills transfer from sport. The LSTS 
(Weiss et al., 2014) has some evidence to support its validity and reliability and is a measure 
of life skills transfer created to allow the evaluation of PYD programs to successfully promote 
skills which can be used in other domains (e.g., school, home, and peer relationships). Based 
on data collected in The First Tee golf programme (Weiss, 2008), the LSTS measures 
behaviours of a social, emotional, and behavioural nature and assesses the life skills of 
meeting and greeting, managing emotions, goal setting, resolving conflicts, making healthy 
choices, appreciating diversity, getting help from others, and helping others. Whilst an 
important step forward for life skills transfer research, the LSTS has not been fully utilised as 
would be expected. This could be due to the behaviours listed in the LSTS not being fully 
tested for transfer to other domains previously, and its creation using participants from a golf-
only context. As such, researchers may be put off using the LSTS in a wide variety of sports 
and may be the reason the scale has not been used more frequently.  
Given such limitations of the LSTS (Weiss et al., 2014), it is important to create a 
measure which can assess how key life skills developed through sport transfer to non-sporting 
domains. In particular, this new measure would allow researchers and practitioners to 
quantitatively assess whether young people are transferring life skills from sport to other life 
domains. The survey could also be used as a tool to inform coaches teaching life skills of the 
areas to emphasise away from sport where athletes may transfer their life skills (Bean et al., 
2018). For example, when setting a goal setting task within their session, coaches can 
highlight the ability to transfer these goal setting skills to areas such as schoolwork. 
Additionally, the effectiveness of previously developed life skills through sport programs such 
as SUPER (Danish, 2002), Play it Smart (Petitpas et al.,  2004), the Transfer-Ability 





are designed to teach life skills and contribute to young peoples’ lives away from sport – could 
be measured more effectively via a valid and reliable life skills transfer scale. Finally, future 
intervention studies or programs which focus on the eight life skills measured by the LSSS 
(Cronin & Allen, 2017) could be investigated using a measure of life skills transfer.  
Overall, the purpose of the current research was to conduct two studies to develop and 
provide initial validity and reliability evidence for a measure of life skills transfer that assesses 
if young people transfer the eight key life skills developed through sport to other domains. In 
accordance with previous research (e.g., Cronin & Allen, 2017), this survey was developed for 
youth sport participants aged 11–21 years. Across two studies, the PhD candidate sought to 
provide evidence of content, factorial, and convergent validity, along with internal consistency 
reliability. The provision of such evidence is a necessary step when developing a scale for 
use in sport and exercise psychology research (Gunnell et al., 2014).  
Study 1 – Initial Development of the Scale 
The aim of study 1 was to develop a pool of items designed to represent domains away 
from sport where life skills are transferred. In line with the steps for developing a measure 
outlined earlier, this involved determining the key transfer areas discussed within the research 
literature and developing items to assess life skills transfer to these domains. After developing 
the initial item pool, a content validity check was conducted using content experts to provide 
evidence for the content validity of items. Following on from this, a pilot study with a sample 
of sports participants was conducted to obtain feedback on the content, structure, length and 
practicality of the individual items and complete scale. Based on experts’ ratings and the pilot 
study, items were selected for the initial version of the scale. A thorough approach to 
developing the scale was deemed important, as it has been previously noted that content 
validity is an area which has been overlooked when developing measures in sport psychology 
(Gunnell et al., 2014).  
Method and Results 
Original Life Skills Scale for Sport. The LSSS is a valid and reliable measure (Cronin 





social skills, goal setting, leadership, problem solving and decision making, interpersonal 
communication, emotional skills, and time management) that young people perceive they 
develop through sport. The Life Skills Scale for Sport – Transfer Survey (LSSS-TS) is 
designed to build onto this scale and will assess whether young people perceive they transfer 
these eight key life skills to other life domains. For example, after answering LSSS questions 
on whether they learn teamwork skills through sport, the participants would then be asked if 
they transfer these teamwork skills to other life domains. 
Selecting areas of transfer and developing items. An extensive review of the 
literature relating to life skills transfer was conducted to identify the domains away from sport 
where life skills are potentially transferred. A university search engine which searches across 
all the major search engines (e.g., psycARTICLES, psycINFO, and SPORTDiscus) was used 
to locate relevant journal articles. A range of search terms were used to find articles which 
discussed life skills transfer. For example, articles were searched for using terms in 
combination (e.g., life skills and/or transfer). In total, 30 articles which contained content 
relating to life skills transfer were analysed. An analysis of the content from the articles 
revealed 14 possible life skills transfer domains. More specifically, the following domains were 
mentioned across the articles: school/ classroom (n = 20), home (n = 11), community (n = 8), 
employment (n = 8), family (n = 7), other everyday situations (n = 6), social relationships (n = 
3), further education (n = 2), dealing with injury (n = 1), health (n = 1), later life (n = 1), studying/ 
homework (n = 1), other extracurricular activates (n = 1), and general reference to transfer (n 
= 8). After reviewing these domains, it was decided that some domains could be combined to 
create one particular domain. For example, school/classroom and further education was 
combined into one domain titled ‘school/education’. After this process, six key domains were 
decided upon for initial review: school/education, home/family, community, social settings, 
employment, and a general domain called ‘other life domains.’ For the initial LSSS-TS, it was 
decided that there would be two items per domain, with the exception of employment. 
Employment only had one item due to the age group the scale is designed for (11–21-year 





In order to develop items, the process followed for the original LSSS was used (see 
Cronin & Allen, 2017). It was deemed important to keep the items simple and consistent with 
items from the LSSS to create a reasonable flow to the scale. This was also true of deciding 
upon the item stem. Where the original LSSS used the stem “This sport has taught me to…” 
it was decided to use the stem “I use these teamwork skills…” as the follow up stem for the 
transfer items relating to that particular life skill. Again, in order to keep a consistent flow to 
the scale, it was decided to keep the same response scale as the LSSS with responses being: 
not at all (1), a little (2), some (3), a lot (4), and very much (5). This process resulted in the 
first version of the LSSS-TS (see Appendix C) having a total of 88 items with 11 items per life 
skill.  
Providing content validity evidence. Content validity is a process which involves the 
use of content experts to assess whether items relate to a specific construct (Haynes et al., 
1995). To assess content validity evidence, 18 potential reviewers with expertise in positive 
youth development and life skills development through sport were contacted. In total, 10 
reviewers participated in the item review process, which was conducted via an online survey. 
Reviewers had the following professional roles: professor emeritus (n = 1), professor (n = 3), 
associate/assistant professor (n = 4), senior lecturer (n = 1), and PhD candidate (n = 1). The 
reviewers were from Canada (n = 5), USA (n = 3), Australia (n = 1), and Greece (n = 1). 
Within the online survey, reviewers were told the purpose of the item review process 
(e.g., to develop an add-on to the LSSS which assesses life skills transfer) and provided with 
both the definition of life skills transfer and the six potential transfer domains. In line with the 
advice of several researchers (e.g., Lynn, 1986; Polit & Beck, 2006), reviewers were asked to 
rate each item from 1 (not relevant) to 4 (highly relevant) on its ability to measure life skills 
transfer. Next, reviewers were asked to select which of the six domains the item related to 
(e.g., School/education, home/family, community, social settings, employment, and other life 
domains). Finally, each reviewer was asked to provide any additional comments on each item 





other feasible areas of transfer for this life skill, etc.). Appendix D contains an example of the 
online survey completed by reviewers.  
Once the 10 reviewers had completed the online survey and given their feedback, 
content validity was calculated using the content validity index (CVI; Lynn, 1986). The CVI is 
a scoring system which computes the ratings of item relevance based on the scores given by 
content experts. Two types of CVI are considered important when developing a scale (Polit & 
Beck, 2006): 1) the content validity index for items (I-CVI) which assesses expert ratings for 
individual items, and 2) the content validity index for the scale (S-CVI) which provides the 
content validity of the overall scale. I-CVI ratings for each item on the initial 88-item scale 
ranged from .40 to 1.0, although when each item is averaged across the eight life skills 
combined (e.g., for each parallel worded item across the eight life skills), the I-CVI ratings 
ranged from .58 to .96 (see Table 8). It can be seen from these scores that the general items 
in the proposed scale were not as well rated as the items in more specific domains. Next, the 
S-CVI was calculated by computing the average I-CVI scores across all items. This approach, 
termed S-CVI/Ave, was taken as opposed to the S-CVI/UA (universal agreement) due to the 
higher number of content experts taking part in the content validity process (Polit & Beck, 
2006). The S-CVI/Ave score for the 88-item scale was .76 which falls slightly below the .80 
recommended by Polit, Beck, and Owen (2007).  
In their feedback, the expert reviewers provided much support for the items generated 
and scored favourably when relating each item to its specific transfer domain. However, 
common feedback was mainly for the general items which reviewers commented on as “too 
vague” or “somewhat abstract”. These comments were particularly common on the item “in 
other everyday situations”.  
Pilot study. In order to assess the appropriateness of LSSS-TS items, the level of 
variability in responses to items, and to determine how long the survey would take to complete, 
a pilot study was conducted with 72 sports participants (Mage = 21.10, SD = 3.18, age range 
= 18–33 years). These participants were recruited from undergraduate and postgraduate 





authors institution and represented 11 different sports including football (n = 35), rugby (n = 
10), netball (n = 7), basketball (n = 4), and boxing (n = 4). Participants were asked to complete 
the 88-item LSSS-TS in its entirety and were also instructed to provide comments on the 
length of the survey, the item wording, and if they considered any more transfer areas as 
important additions to the scale.  
Positive comments frequently provided by the participants were that the survey was 
easy to understand, the instructions were clear, and items were worded well. For all items on 
the 88- item LSSS-TS, the participants used the entire range of the 1–5 response scale. 
Participants also indicated that they had no other areas of transfer that they would 
recommend. Mean scores for the 88 items ranged from 2.56 to 3.87 (overall M = 3.19). These 
scores indicate responses close to the midpoint values for each item and demonstrates 
participants were not simply responding to the endpoints of the response scale and thus 
agreeing or disagreeing with the item (Clark & Watson, 1995). The standard deviation of the 
88 transfer items ranged from .84 to 1.07, showing that the items would ensure a good level 






















kurtosis values ranged from -1.13 to .98, indicating reasonable normality (Tabachnick & Fidell, 
2013). One negative comment frequently mentioned was that the survey was too lengthy (i.e., 
it took 20-25 minutes to complete) and was somewhat repetitive. 
After reviewing the information/results obtained from the pilot study (in particular, the 
feedback on the length of the survey), the decision was taken to reduce the number of items 
in the scale. By reducing the number of items, the scale would be less repetitive and take 
participants less time to complete. Reducing the number of items involved selecting the items 
from each transfer area with the lowest I-CVI scores from the content validity experts and 
resulted in the removal of one school/education (“within my academic studies”), one 
community (“When engaging with other people in my community”), and one general item (“In 
other everyday situations”) for each subscale. Once these three items were removed from the 
scale, the S-CVI/Ave score increased to .80, raising it to the threshold of acceptability. At this 
point it was deemed appropriate to continue with two home/family and two social settings 
items as the scores from study 1 made it difficult to distinguish which item was better. Overall, 
the removal of items resulted in a revised 64-item LSSS-TS (see Appendix C).  
Study 2 – CFA and Bifactor Analysis 
The aim of study 2 was to further revise the LSSS-TS and reduce the number of items 
in the scale from 64-items to 40-items, meaning there would be one item per transfer area for 
each life skill. Initially, the general item was retained for further analysis although it had 
produced a low I-CVI score from study 1. As recommended by Clark and Watson (1995), 
keeping the extra component at this stage was used deemed appropriate in the knowledge 
in can be eliminated later in the process. During the current study, a decision needed to be 
made on which of the two social settings items to retain and which of the two home/ family 
items to retain. To start with, the factorial validity of the 64-item scale was tested. Results of 
this testing (i.e., model fit and factor loadings) were used to help refine the scale. The 
descriptive statistics for each item were also analysed so each item could be assessed 
carefully. As with study 1, mean scores around the midpoint of the scale, responses across 





and kurtosis were sought. After the scale refinement process, the factorial validity and internal 
consistency reliability of the refined scale was assessed. Finally, the convergent validity of 
the scale was assessed by investigating if a life skill had its highest correlation with its follow-
on transfer scale. For example, it was hypothesised that the life skill of teamwork would have 
its largest correlation with the teamwork transfer scale. In short, convergent validity involves 
evidence of similarity between measures of theoretically related constructs (DeVellis, 2011).  
Method 
Participants 
The sample included 321 youth sports participants (Mage = 14.20, SD = 1.07, age 
range = 12–17 years). The participants must have competed in organised sports away from 
physical education to be included in the study. The main sports represented in the sample 
were football (n = 134), netball (n = 47), dance (n = 22), tennis (n = 12), lacrosse (n = 9), and 
hockey (n = 9). In total, 89 respondents participated in 19 other sports (e.g., swimming, golf, 
athletics, etc.). The sample had slightly more males (n = 166) than females (n = 155), with 
participants having an average of 5.50 years (SD = 3.28) playing experience. Participants 
played their sport for an average of 3.96 hours per week (SD = 2.77).  
Measures 
 Life skills. Perceived life skills development was measured using the LSSS (Cronin & 
Allen, 2017). This 43-item scale allows participants to rate the extent to which they develop 
eight key life skills through playing sports. The life skills include teamwork (7 items; e.g., “work 
well within a team/group”), goal setting (7 items; e.g., “set challenging goals”), time 
management (4 items; e.g., “manage my time well”), emotional skills (4 items; e.g., “use my 
emotions to stay focused”), interpersonal communication (4 items; e.g., “speak clearly to 
others”), social skills (5 items; e.g., “get involved in group activities”), leadership (8 items; e.g., 
“organise team/group members to work together”), and problem solving and decision making 
(4 items; e.g., “think carefully about a problem”). Participants respond to items on a scale 
ranging from 1 (not at all) to 5 (very much). Past research has evidenced the validity and 





2018). Like the Cronin and Allen (2017) study, when tested via bifactor exploratory structural 
equation modelling (B-ESEM), the LSSS displayed adequate model fit (χ2/df = 2.10, RMSEA 
= .06, CLI = .93, TLI = .89) with all items loading significantly (p values < .001) onto their 
specific life skills factor and the total life skills factor. With this new scale, two types of internal 
consistency reliability (Cronbach’s α and McDonald’s ω) were calculated and ranged from .84 
to .92 (see Table 9).   
Life skills transfer. The 64-item LSSS-TS developed in Study 1 was used to measure 
the extent to which youth sport participants perceived they were transferring eight different 
life skills developed through sport to five different domains away from sport. The item stem 
for the transfer subscales is “I use these teamwork skills…” and example items include social 
settings (e.g., “when interacting with friends”), education (e.g., “in school/ education”), home 
life (e.g., “at home”), in the community (e.g., “within my community”), employment (e.g., “in 
my job/ when doing chores”), and a general life skills domain (e.g., “in other areas of my life”).  
Participants respond to items on a scale ranging from 1 (not at all) to 5 (very much).    
Procedures 
After approval was granted from the university’s ethics committee, participants were 
recruited by contacting head coaches from local sports clubs and physical education 
teachers from local schools. Initial contact was made via email before face-to-face meetings 
were arranged and permission to collect the data was granted. Before completing the scale, 
informed consent was acquired from either the youth sport participant or their parent or 
guardian (if under 16 years of age). The researcher gave an introductory statement which 
explained the purpose of the study, there were no right or wrong answers, and that all 
information provided would remain confidential. The paper and pencil surveys took around 














Preliminary data analyses, descriptive statistics, correlations, and multivariate analysis 
of variance (MANOVA) were all conducted using SPSS 25.0 (IBM Corporation, 2017). Due to 
this being a new scale, McDonald’s ω was calculated using JASP (2020). To assess the 
factorial validity of the scale, confirmatory factor analysis (CFA) and bifactor analyses (B-CFA) 
employing maximum likelihood estimation were conducted using Mplus (Version 7.4; Muthén 
& Muthén, 1998–2015). In particular, the following two models were tested: 1) an eight factor 
CFA model with one factor for each of the eight life skills transfer factors, and 2) a bifactor 
CFA model that included one factor for each life skill transfer factor and one general life skills 
transfer factor. Additionally, to account for the use of parallel worded items across the eight 
subscales, items were also allowed to load onto their requisite transfer domain (e.g., 
school/education items were allowed to load onto a school/education factor). Overall, the aim 
of the CFA was to assess the fit of the models tested and the factor loadings of individual 
items. The following fit indices were used to assess model fit: chi-square statistic divided by 
degrees of freedom (χ2/df ), Root Mean Square Error of Approximation (RMSEA), 
Comparative Fit Index (CFI), and the Tucker Lewis Index (TLI). A χ2/df of less than 3.0 was 
indicative of adequate fit (Tabachnick & Fidell, 2013). In line with Marsh, Hau, and Wen’s 
(2004) recommendation, an RMSEA value of less than .08 or .05 represented a reasonable 
or close fit to the data respectively; whereas, CFI and TLI values greater than .90 or .95 
indicated acceptable and excellent fit respectively. Lower values for the Akaike Information 
Criteria (AIC), Bayesian Information Criterion (BIC), and sample size adjusted BIC (ABIC) are 
also indicative of better model fit (Appleton et al., 2016). Factor loadings were judged 
according to if they loaded significantly onto their specified factor and the magnitude of the 
factor loading. To assess the internal consistency reliability of the LSSS-TS subscales, 
Cronbach’s alpha coefficients were calculated. According to Nunnally and Bernstein (1994), 
alpha coefficients above .70 indicate acceptable internal consistency reliability. Descriptive 
statistics (i.e., mean score, standard deviation, range, skewness, and kurtosis) were 





were used to assess the relationships between participants perceived life skills development 
and participants perceived life skills transfer. For example, we anticipated that the teamwork 
subscale of the LSSS would have its largest correlation coefficient with the teamwork transfer 
subscale of the LSSS-TS. A p value of less than .05 was required to indicate a statistically 
significant relationship between variables and correlations were judged as small (r = ± .10 to 


































Due to the wide age range (12–17 years), a MANOVA was conducted to test for any 
age differences between younger (12–14 year olds) and older (15–17 year olds) participants 
on the main study variables. This was done in line with Camiré et al. (2012), who explained 
that younger participants may not have possessed the cognitive capabilities to be aware that 
life skills learned in sport can be transferred to other areas of life. Even so, results revealed 
there was no statistically significant difference in age groups for the study variables, F (8, 
312) = 3.52, Wilk’s λ = .99, p = .89. As such, no further follow-up tests were conducted.  
64-item Models 
Table 10 shows the fit indices and information criteria for and the models tested. The 
two models tested displayed mixed results for fit. The χ2/df and RMSEA scores were 
acceptable; however, the CFI and TLI scores were marginally below the recommended fit 
criteria (Marsh et al., 2004). In terms of factor loadings, Table 11 contains the factor loadings 
for the eight-factor and bifactor models for the 64-item models. The average factor loading 
on the eight-factor model was .77 (range = .61–.86, all p values < .001). Within the bifactor 
model, all 64 transfer items loaded significantly (p < .001) onto the general life skills transfer 
factor with an average factor loading of .66 (range .51–.78). This indicates that all eight 
transfer subscales of the LSSS-TS may be combined to calculate an overall life skill transfer 
score. Additionally, all 64 of the items loaded significantly (p < .001) onto their specific life 













Factor Loadings for CFA and B-CFA Models (64-items) 
 Eight-Factor model Bifactor CFA model 
Item FL Uniqueness Specific FL General FL Uniqueness 
TWTR1 .72*** .45*** .46*** .56*** .45*** 
TWTR2 .73*** .41*** .38*** .60*** .42*** 
TWTR3 .76*** .40*** .48*** .59*** .40*** 
TWTR4 .62*** .47*** .39*** .51*** .44*** 
TWTR5 .61*** .50*** .36*** .52*** .48*** 
TWTR6 .76*** .37*** .48*** .59*** .34*** 
TWTR7 .81*** .22*** .42*** .69*** .22*** 
TWTR8 .75*** .34*** .46*** .60*** .33*** 
GSTR1 .72*** .46*** .43*** .60*** .44*** 
GSTR2 .69*** .30*** .36*** .56*** .31*** 
GSTR3 .82*** .27*** .48*** .67*** .28*** 
GSTR4 .77*** .28*** .39*** .68*** .27*** 
GSTR5 .72*** .35*** .28*** .67*** .34*** 
GSTR6 .78*** .25*** .42*** .68*** .23*** 
GSTR7 .76*** .35*** .33*** .69*** .34*** 
GSTR8 .72*** .31*** .41*** .60*** .28*** 
SSTR1 .74*** .29*** .43*** .59*** .32*** 
SSTR2 .79*** .30*** .52*** .61*** .28*** 
SSTR3 .81*** .31*** .51*** .64*** .30*** 
SSTR4 .73*** .36*** .32*** .67*** .36*** 
SSTR5 .67*** .44*** .20** .67*** .44*** 
SSTR6 .81*** .32*** .43*** .68*** .32*** 
SSTR7 .79*** .32*** .41*** .68*** .32*** 
SSTR8 .80*** .29*** .41*** .69*** .30*** 
PSTR1 .78*** .37*** .43*** .66*** .34*** 
PSTR2 .74*** .28*** .38*** .63*** .27*** 
PSTR3 .79*** .35*** .38*** .70*** .34*** 
PSTR4 .71*** .32*** .26*** .67*** .32*** 
PSTR5 .72*** .38*** .37*** .65*** .36*** 
PSTR6 .84*** .25*** .29** .78*** .28*** 
PSTR7 .80*** .32*** .31*** .74*** .33*** 
PSTR8 .74*** .30*** .26** .69*** .32*** 
ESTR1 .79*** .32*** .51*** .61*** .30*** 
ESTR2 .79*** .31*** .58*** .57*** .27*** 
ESTR3 .84*** .22*** .48*** .68*** .22*** 
ESTR4 .75*** .36*** .38*** .66*** .35*** 
ESTR5 .75*** .35*** .41*** .65*** .34*** 
ESTR6 .78*** .36*** .31*** .73*** .37*** 
ESTR7 .83*** .26*** .41*** .72*** .27*** 
ESTR8 .81*** .29*** .41*** .70*** .30*** 
LSTR1 .78*** .18*** .42*** .65*** .18*** 
LSTR2 .81*** .22*** .42*** .68*** .23*** 
LSTR3 .86*** .25*** .50*** .72*** .22*** 
LSTR4 .78*** .30*** .36*** .69*** .31*** 
LSTR5 .72*** .32*** .29*** .67*** .32*** 





LSTR7 .82*** .27*** .38*** .73*** .27*** 
LSTR8 .73*** .40*** .22*** .71*** .41*** 
TMTR1 .79*** .38*** .38*** .69*** .38*** 
TMTR2 .73*** .37*** .40*** .60*** .38*** 
TMTR3 .80*** .32*** .47*** .65*** .31*** 
TMTR4 .78*** .29*** .43*** .67*** .28*** 
TMTR5 .79*** .31*** .40*** .69*** .30*** 
TMTR6 .83*** .28*** .40*** .73*** .29*** 
TMTR7 .78*** .30*** .41*** .67*** .30*** 
TMTR8 .78*** .33*** .42*** .65*** .32*** 
CSTR1 .74*** .36*** .55*** .54*** .32*** 
CSTR2 .79*** .29*** .58*** .58*** .25*** 
CSTR3 .85*** .24*** .55*** .67*** .22*** 
CSTR4 .77*** .35*** .37*** .69*** .35*** 
CSTR5 .74*** .36*** .35*** .65*** .37*** 
CSTR6 .84*** .24*** .45*** .70*** .27*** 
CSTR7 .81*** .30*** .39*** .71*** .32*** 
CSTR8 .79*** .32*** .39*** .66*** .34*** 
Note. FL = Factor Loading; TW = Teamwork; GS = Goal setting; SS = Social skills; PS = Problem solving & 
decision making; ES = Emotional skills; LS = Leadership; TM = Time management; CS = Interpersonal 
communication; TR = Transfer. **p < .01. ***p < .001 
 
 Table 12 displays the mean score, standard deviation, minimum and maximum 
values, skewness, and kurtosis for each of the 64 transfer items in the LSSS-TS. Mean scores 
of the 64-items ranged from 2.65 to 3.55. These scores show that respondents were close to 
the midpoint values for each item and not merely circling the endpoints of the response scale 
and thus agreeing or disagreeing with the item (Clark & Watson, 1995). The standard 
deviation of the 64 transfer items ranged from 1.01 to 1.19. This shows that the items would 
ensure a level of variability amongst responses, which would allow the survey to distinguish 
between high and low responders. Finally, skewness values ranged from -.38 to .25 and 
kurtosis values ranged from -.83 to -.27, indicating reasonable normality (Tabachnick & Fidell, 
2013). As these results were quite similar for all items on the scale, these descriptive statistics 
were not used in the decision process of which items to remove from the scale. 
 In order to refine the LSSS-TS to 40-items, all the FLs for the CFA and B-CFA models 
were investigated to decide on which items to remove. Based on lower average factor loadings 





Table 12       
Mean Scores, Standard Deviations, Minimum and Maximum Values, Skewness and Kurtosis Values for Study 2 
Item Mean SD Min Max Skewness Kurtosis 
TWTR1 3.41 1.06 1 5 -.37 -.29 
TWTR2 3.29 1.06 1 5 -.37 -.34 
TWTR3 3.00 1.12 1 5 -.21 -.67 
TWTR4 2.90 1.17 1 5 -.02 -.79 
TWTR5 2.65 1.14 1 5 .25 -.65 
TWTR6 3.02 1.15 1 5 -.10 -.77 
TWTR7 3.13 1.12 1 5 -.09 -.69 
TWTR8 3.22 1.02 1 5 -.25 -.30 
GSTR1 2.92 1.08 1 5 -.01 -.69 
GSTR2 3.34 1.07 1 5 -.32 -.51 
GSTR3 3.03 1.08 1 5 -.03 -.68 
GSTR4 2.83 1.14 1 5 -.05 -.81 
GSTR5 2.81 1.11 1 5 .08 -.60 
GSTR6 2.91 1.12 1 5 -.15 -.68 
GSTR7 2.88 1.11 1 5 -.12 -.70 
GSTR8 3.03 1.11 1 5 -.08 -.54 
SSTR1 3.55 1.08 1 5 -.36 -.55 
SSTR2 3.47 1.05 1 5 -.38 -.27 
SSTR3 3.28 1.06 1 5 -.20 -.38 
SSTR4 3.19 1.15 1 5 -.25 -.66 
SSTR5 2.99 1.11 1 5 -.12 -.50 
SSTR6 3.26 1.07 1 5 -.13 -.48 
SSTR7 3.38 1.09 1 5 -.31 -.48 
SSTR8 3.41 1.10 1 5 -.32 -.36 
PSTR1 3.03 1.06 1 5 -.18 -.44 
PSTR2 3.32 1.05 1 5 -.34 -.38 
PSTR3 3.06 1.01 1 5 -.28 -.27 
PSTR4 2.96 1.13 1 5 -.04 -.61 
PSTR5 2.95 1.08 1 5 -.11 -.59 
PSTR6 3.01 1.05 1 5 -.17 -.36 
PSTR7 3.12 1.09 1 5 -.31 -.48 
PSTR8 3.15 1.08 1 5 -.20 -.38 
ESTR1 3.14 1.12 1 5 -.25 -.64 
ESTR2 3.05 1.10 1 5 -.19 -.51 
ESTR3 3.04 1.09 1 5 -.19 -.56 
ESTR4 2.79 1.14 1 5 .01 -.74 
ESTR5 2.79 1.14 1 5 .02 -.73 
ESTR6 3.15 1.10 1 5 -.27 -.55 
ESTR7 3.08 1.17 1 5 -.24 -.71 
ESTR8 3.09 1.14 1 5 -.18 -.57 
LSTR1 3.16 1.13 1 5 -.07 -.62 
LSTR2 3.31 1.11 1 5 -.28 -.62 
LSTR3 3.05 1.14 1 5 -.03 -.64 
LSTR4 3.04 1.12 1 5 -.13 -.61 
LSTR5 2.96 1.08 1 5 -.09 -.53 





LSTR7 3.11 1.12 1 5 -.10 -.59 
LSTR8 3.23 1.14 1 5 -.26 -.57 
TMTR1 3.01 1.16 1 5 .03 -.70 
TMTR2 3.39 1.18 1 5 -.21 -.81 
TMTR3 3.18 1.17 1 5 -.08 -.80 
TMTR4 2.95 1.18 1 5 .00 -.76 
TMTR5 2.96 1.17 1 5 -.10 -.79 
TMTR6 2.99 1.12 1 5 -.05 -.62 
TMTR7 2.96 1.08 1 5 -.06 -.43 
TMTR8 2.97 1.11 1 5 -.04 -.55 
CSTR1 3.43 1.13 1 5 -.32 -.57 
CSTR2 3.43 1.11 1 5 -.38 -.54 
CSTR3 3.30 1.18 1 5 -.32 -.67 
CSTR4 3.20 1.19 1 5 -.21 -.83 
CSTR5 3.02 1.13 1 5 -.18 -.58 
CSTR6 3.25 1.13 1 5 -.25 -.64 
CSTR7 3.29 1.16 1 5 -.25 -.65 
CSTR8 3.26 1.19 1 5 -.31 -.67 
Note. TW = Teamwork; GS = Goal setting; SS = Social skills; PS = Problem solving & decision making; ES = 
Emotional skills; LS = Leadership; TM = Time management; CS = Interpersonal communication. SD = Standard 
Deviation. 
  
one home/family item (item 6; “with my family”) were removed from each transfer subscale of 
the LSSS-TS. At this stage, the general item (item 8; “in other areas of my life”) was also 
eliminated from each subscale as it was deemed appropriate to shorten the scale as much as 
possible based on participant feedback, the general item had lower I-CVI scores, and the 
general item also received negative feedback from content experts. This resulted in a refined 
40-item LSSS-TS which had only one item per transfer area for each of the eight key life skills. 
40-item Models 
The fit indices and information criteria for the 40-item models tested can be seen in 
Table 10. From this table, it is clear that the two models tested displayed good fit on all four 
fit indices. Table 13 contains the factor loadings for the eight-factor and bifactor model for the 
models tested. The average factor loading on the eight-factor model was .77 (range = .64–
.86, p < .001). With the bifactor model, all 40-items loaded significantly (p <.001) onto the 
general life skills transfer factor with an average factor loading of .66 (range = .53–.73). This 
indicates that all eight transfer subscales of the LSSS-TS may be combined to calculate an 





specific life skills transfer factor with an average factor loading of .40 (range = .22–.61). 
Table 13      
Factor loadings for CFA and B-CFA Models (40-items) 
 Eight-Factor model Bifactor CFA model 
Item FL Uniqueness Specific FL General FL Uniqueness 
TWTR2 .74*** .39*** .39*** .61*** .42*** 
TWTR3 .75*** .39*** .47*** .58*** .40*** 
TWTR4 .65*** .44*** .43*** .53*** .40*** 
TWTR5 .64*** .46*** .44*** .53*** .41*** 
TWTR7 .75*** .29*** .32*** .69*** .30*** 
GSTR2 .72*** .30*** .44*** .57*** .29*** 
GSTR3 .81*** .29*** .46*** .66*** .29*** 
GSTR4 .82*** .24*** .45*** .70*** .22*** 
GSTR5 .76*** .32*** .31*** .70*** .33*** 
GSTR7 .68*** .40*** .23*** .67*** .39*** 
SSTR2 .77*** .29*** .50*** .60*** .26*** 
SSTR3 .80*** .29*** .56*** .62*** .23*** 
SSTR4 .76*** .36*** .30*** .69*** .39*** 
SSTR5 .70*** .41*** .22** .66*** .44*** 
SSTR7 .75*** .35*** .40*** .65*** .35*** 
PSTR2 .76*** .29*** .34*** .66*** .31*** 
PSTR3 .78*** .34*** .38*** .67*** .33*** 
PSTR4 .77*** .28*** .31*** .71*** .28*** 
PSTR5 .75*** .37*** .39*** .67*** .34*** 
PSTR7 .73*** .38*** .27*** .70*** .37*** 
ESTR2 .79*** .29*** .60*** .58*** .22*** 
ESTR3 .83*** .23*** .45*** .68*** .25*** 
ESTR4 .81*** .30*** .40*** .70*** .31*** 
ESTR5 .78*** .33*** .41*** .66*** .34*** 
ESTR7 .75*** .33*** .35*** .69*** .33*** 
LSTR2 .81*** .23*** .39*** .70*** .25*** 
LSTR3 .83*** .30*** .36*** .73*** .32*** 
LSTR4 .84*** .24*** .46*** .73*** .21*** 
LSTR5 .76*** .28*** .40*** .67*** .24*** 
LSTR7 .78*** .30*** .31*** .73*** .30*** 
TMTR2 .74*** .37*** .43*** .60*** .37*** 
TMTR3 .81*** .30*** .53*** .64*** .27*** 
TMTR4 .82*** .26*** .43*** .69*** .27*** 
TMTR5 .84*** .26*** .40*** .73*** .28*** 
TMTR7 .72*** .35*** .34*** .66*** .34*** 
CSTR2 .77*** .30*** .49*** .58*** .31*** 
CSTR3 .86*** .22*** .61*** .66*** .15*** 
CSTR4 .82*** .31*** .43*** .69*** .31*** 
CSTR5 .75*** .37*** .33*** .66*** .39*** 
CSTR7 .78*** .35*** .35*** .70*** .36*** 
Note. FL = Factor Loading; TW = Teamwork; GS = Goal setting; SS = Social skills; PS = Problem solving & decision 
making; ES = Emotional skills; LS = Leadership; TM = Time management; CS = Interpersonal communication; TR = 







 Table 9 presents the correlations, scale ranges, means, standard deviations, reliability 
estimates, and skewness/kurtosis values for all variables. It can be seen from this table that 
the eight key life skills, along with total life skills, displayed significant and positive correlations 
with the eight overall transfer scores and total transfer. These significant positive correlations 
ranged from .35 to .87 in size (p < .001). It can also be seen in Table 9 (bolded correlations) 
that each life skill subscale had the highest positive correlation with its requisite transfer scale 
(i.e., the teamwork subscale of the LSSS had its largest correlation with the teamwork transfer 
subscale of the LSSS-TS). Such a finding provided evidence of convergent validity for the 
transfer scale. All of these significant correlations between the life skill and its requisite transfer 
scale were large in size (r range = .54–.76) with the exception of goal setting and goal setting 
transfer, which had a medium sized correlation (r = .46).  
 The mean scores on the 1–5 response scale for the transfer subscales revealed 
participants are transferring ‘some’ (word label corresponding to 3 on the response scale) life 
skills to other life domains. The mean scores from highest to lowest for the transfer subscales 
were as follows: social skills (M = 3.26, SD = 0.88), interpersonal communication (M = 3.25, 
SD = 0.96), leadership (M = 3.09, SD = 0.94), time management (M = 3.09, SD = 0.97), 
problem solving and decision making (M = 3.08, SD = 0.87), teamwork (M = 3.00, SD = 0.88), 
goal setting (M = 2.98, SD = 0.89), emotional skills (M = 2.95, SD = 0.95), and total life skills 
transfer (M = 3.09, SD = 0.77). 
Table 9 shows that both Cronbach’s alpha and McDonald’s omega coefficients were 
calculated for each subscale. The values for these two reliability coefficients were identical 
after rounding up to two decimal places. The reliability coefficients for each of the transfer 
subscales were as follows: teamwork (.84), goal setting (.87), social skills (.87), problem 
solving and decision making (.87), emotional skills (.89), leadership (.90), time management 
(.89), interpersonal communication (.90) and total life skills transfer (.97). These values are 






Table 14 displays the mean score, standard deviation, minimum and maximum 
values, skewness, and kurtosis for each of the five transfer domains. These scores were 
calculated by summing up and averaging the parallel worded items that loaded onto each 
transfer domain. The mean scores from highest to lowest for the transfer domains were as 
follows: school/ education (M = 3.32, SD = 0.81), home/ family (M = 3.12, SD = 0.82), social 
settings (M = 3.12, SD = 0.87), community (M = 2.98, SD = 0.88), and employment (M = 2.89, 
SD = 0.85). See Appendix C for the final 40-item version of the LSSS-TS. 
 
Table 14 
Mean Scores, Standard Deviations, Minimum and Maximum Values, Skewness and 
Kurtosis Values for the Transfer Domains 
Domain Mean SD Min Max Skewness Kurtosis 
School/Education 3.32 0.81 1 5 -.31 -.06 
Home/Family 3.12 0.82 1 5 -.26 -.12 
Community 2.98 0.88 1 5 -.26 -.47 
Employment 2.89 0.85 1 5 -.20 -.41 
Social Settings 3.12 0.87 1 5 -.25 -.23 
Note. SD = Standard deviation 
 
Discussion 
The purpose of the present research was to develop and provide validity and reliability 
evidence for a scale to assess youth sport participants’ perceptions of life skills transfer 
through sport. During this research, the LSSS was added to (Cronin & Allen, 2017) by 
developing transfer subscales for the eight key life skills measured by the scale. The transfer 
subscales assessed the extent to which participants perceived that they transferred the 





community, and employment. Across two studies, evidence of content, factorial, and 
convergent validity of the scale were provided, along with the internal consistency reliability 
of the subscales. Providing such validity and reliability evidence is an important step when 
developing a scale for use in sport psychology (Gunnell et al., 2014).  
Study 1 involved creating items for the scale and providing evidence for the content 
validity of items. After a review of the literature investigating life skills development through 
sport, it was clear that the key transfer areas within the literature were: social settings, school/ 
education, home/ family, community, and employment. Once items for the original scale were 
developed, content validity evidence was provided by 10 content experts. After the experts 
had reviewed the scale, an important part of this process was using the CVI to compute 
content validity scores for the responses that experts provided. As highlighted by Polit and 
Beck (2006), this important validation process is often neglected in scale development and 
CVI scores are not widely reported. Once underperforming items were removed from the 
original LSSS-TS, the content validity of the items was deemed acceptable (Polit et al., 2007). 
Next, a pilot study was conducted to provide further evidence of content validity for the scale. 
On completion of study 1, the LSSS-TS was revised and three items were removed from each 
transfer subscale. This resulted in the transfer items being reduced from 88-items to 64-items.  
Study 2 provided evidence for the factor structure, convergent validity, and internal 
consistency reliability of the scale using a large sample of youth sport participants. Initially, 
the results of the 64-item LSSS-TS demonstrated mixed results for fit; however, after reducing 
the scale to 40-items, the LSSS-TS displayed good fit on all four fit indices. Furthermore, 
factor loadings, descriptive statistics, Cronbach’s alpha coefficients, and Pearson’s 
correlation coefficients provides initial support for the LSSS-TS being a valid and reliable 
measure that can be used to investigate life skills transfer from sport.  
Based on the mean scores, the life skills participants perceived they were transferring 
to the greatest extent were social skills, communication, leadership, and time management. 
The life skills participants perceived they were transferring to a lesser extent were problem 





importance of life skills transfer within the research area (Holt at el., 2017; Pierce et al., 2019), 
it is encouraging that sports participants indicated they were transferring ‘some’ (3 on the 1–5 
response scale) life skills learned in sport to other life domains. Based on the transfer domain 
mean scores, the areas participants felt they were transferring life skills to the greatest extent 
were school/ education, home/ family, and social settings. To a lesser extent, participants 
perceived they were transferring life skills to the community and employment. Again, it is 
promising that participants felt they were transferring life skills to these domains to ‘some’ (3 
on the 1–5 response scale) extent. Overall, these are important findings as they show the 
extent to which participants perceive they are transferring different life skills and to what life 
domains. Future studies can utilise the LSSS-TS to further investigate these novel findings in 
different countries, cultures, and contexts. 
From a research perspective, the LSSS-TS is an important addition to the research 
literature as the transfer element is an important part of PYD and life skills development 
through sport (Bean et al., 2018; Jacobs & Wright, 2018). The LSSS-TS can be used to assess 
the mechanisms of transfer set out by Jacobs and Wright’s (2018) conceptual model for 
transfer of life skills in sport-based youth development and Bean et al.’s (2018) continuum of 
life skills development and transfer. Additionally, life skills transfer has not been fully examined 
within the literature from a qualitative (Holt at el., 2017; Jacobs & Wright, 2019; Pierce et al., 
2019) and quantitative (Chapter 3) perspective. As such, and a novel element of the current 
study is that the scale will allow for the measurement of life skills transfer across a variety of 
youth sports. The scale could also be used to assess life skills programs such as SUPER 
(Danish, 2002), Play it Smart (Petitpas et al., 2004) and the Transfer-Ability Programme (Allen 
et al., 2015) to see if life skills such as teamwork, goal setting, problem solving, emotional 
skills, and communication, which are taught via these programmes, are being transferred to 
other life domains such as home, school, employment, social settings, or in communities. 
Furthermore, the LSSS-TS could be used to measure the success of intervention studies 
aimed at training coaches to develop athletes’ life skills and help their athletes to transfer such 





to gain perceptions of coaches and parents of youth sport participants.  
From a practical perspective, the scale will allow coaches and/or club administrators 
to quantitatively assess the extent to which athletes perceive transfer is occurring. This will 
then help coaches to further promote transfer within their coaching and re-assess if their efforts 
have been successful. The LSSS-TS can also help to assist coaches in gaining a better 
understanding of how to promote life skills transfer via implicit or explicit processes (Holt et 
al., 2017). For example, if a goal setting task is incorporated within their session, coaches can 
emphasise the ability to transfer these goal setting skills to areas such as at school and then 
measure the extent to which their athletes perceive they are transferring their goal setting skills 
to these domains. Finally, further intervention programmes which develop and promote the 
eight key skills and the transference of these life skills can be created. 
Limitations and Future Research 
Although this study provides an important contribution to the research area, it is not 
without limitations. Firstly, as only British youth sport participants took part in this research, 
future studies can examine the psychometric properties of the scale across different 
countries/cultures. Next, with the scale relying on participants’ perceptions of the extent to 
which they transfer life skills, there could be concerns with the accuracy and social desirability 
of the responses given – as is the case with any self-report measure (Zilvinskis, Masseria, & 
Pike 2017; Zlatkin-Troitschanskaia, Shavelson, & Kuhn 2015). These concerns were 
addressed in the current study through requests for honesty when responding and the 
protection of participant anonymity. Future research could reduce any potential response 
biases by obtaining the perspectives of key influencers (coaches, parents, or peers) when 
assessing participants’ life skills transfer. Next, the LSSS-TS only applies to the eight life skills 
measured by the LSSS. Whilst these eight life skills are commonly cited within the research 
area, further transfer scales which measure different life skills could be developed. Another 
limitation of this research is that only certain forms of validity and reliability were assessed. 
However, scale reliability and validity is an on-going process (DeVellis, 2011) and, as such, 





evidence for other forms of validity (e.g., predictive, concurrent, and nomological validity). 
Also, even though the LSSS-TS is aimed at youth sport participants aged 11–21 years, the 
participants in this study only ranged from 12–17 years. Therefore, further research will need 
to be conducted with participants across the whole age range. Next, the combined LSSS and 
LSSS-TS has a total of 83 items which may make it difficult to add additional scales to measure 
further constructs, especially at the lower end of the intended age range. Another limitation of 
this study is the amount and quality of life skills being transferred from sport to other domains 
were not measured. To address this, further studies could be conducted whereby the 
perceived life skills scores and the perceived transfer of such life skills were examined in more 
detail to give a life skills transfer quality score. Finally, the participants within this study had an 
average of 5.5 years playing experience for their primary sport and played this sport for an 
average of 3.96 hours per week. Given the length of their playing experience and the hours 
per week they participate in their sport, our participants may have had more experiences with 
life skills transfer. Therefore, future studies can assess life skills transfer with youth sport 
participants who are considered less experienced in their chosen sport. 
Conclusion 
The present research provided initial evidence for the validity and reliability of the 
LSSS-TS which can be used to thoroughly assess life skills transfer from sport. Researchers 
can use the scale to test the transfer of eight key life skills learned in sport to other important 
areas of life and help to guide coaches in their delivery of sessions which incorporate life skills 
transfer. Also, researchers and practitioners can now look to develop life skills programs which 
specifically teach the eight key life skills and help to promote the transfer of these life skills. 
Ultimately, it is hoped that the LSSS-TS proves a useful tool for researchers, governing bodies, 
and sports clubs who may be interested in the promotion of participants’ life skills through 





























Sport Coaches’ Perception of Key Issues Relating to 


















 PYD is an area of research and practice focused on developing the strengths of young 
people (Holt et al., 2017). Lerner (2017) explains that gaining these strengths can help youth 
lead successful and healthy lives in the future, allowing them to contribute effectively to 
society. Over the last two decades, sport has become a common area to investigate PYD due 
to its popularity, along with its emotional, social, competitive, and interactive nature (Cronin & 
Allen, 2017). Research in PYD through sport has regularly highlighted the impact of supportive 
relationships between young people and the adults or role models in their sporting lives (e.g., 
coaches and parents) as being key to fostering positive outcomes (Benson, Scales, Hamilton, 
& Sesma Jr., 2006). It is also apparent that peers themselves and their relationships with each 
other can play a key role in young people’s development (Harwood et al., 2015). As such, 
studies in the past have investigated how the coaching climate (e.g., Cronin & Allen, 2015), 
parental behaviours (e.g., Mossman & Cronin, 2018), and peer relationships (e.g., Strachan 
& Davies, 2015) can all impact upon the PYD outcomes of young people in sport. It is common 
knowledge that the sports coach plays a critical role in developing PYD outcomes and, as 
such, they are the social agent who have been investigated most frequently (Côté & Gilbert, 
2009; Harwood et al., 2015). Interestingly, the study conducted in Chapter 4 of this thesis was 
a novel contribution to the research area as it discovered that, when investigated alongside 
coaches or parents, a mastery-created peer climate made the largest unique contribution to 
the development of eight key life skills and total life skills. However, as the study in Chapter 4 
focused on the perceptions of the youth sport participants, it is important to pursue the 
perceptions of experienced coaches within sport to see who they perceive to be the key 
contributors of key PYD through sport outcomes.  
As highlighted in Chapter 2, youth sport coaches have a vital role to play in the holistic 
development of their athletes. In particular, the environment created by coaches is key to 
developmental outcomes for young people (Holt et al., 2017). Approaches that are athlete-
centred (Becker, 2009), relational (Jowett & Shanmugam, 2016), and coach-athlete-centred 





climates, it is recommended coaches create an enjoyable atmosphere, allow positive 
interactions, and give their athletes a sense of belonging (Hellison & Walsh, 2002). Also, 
interpersonal environments where support, acceptance, care, trust, hard-work, and 
commitment is promoted are known to meet the needs of youth sport participants (Adie, Duda, 
& Ntoumanis, 2012; Felton & Jowett, 2013). Camiré et al., (2011), in their study with high-
quality coaches, highlighted developing a well-structured coaching philosophy, developing 
meaningful relationships, including developmental strategies in coaching sessions and 
allowing athletes time to practice these, and teaching athletes how to transfer skills from sport 
to non-sport domains as being key for coaches to promote key PYD outcomes. However, 
despite these key areas of focus, and evidence-based strategies being recommended, there 
is still the necessity to further bridge the gap between research and practice (Gaion et al., 
2020). Thus, it is important to understand what coaches are being taught on their education 
courses to assist with their understanding of why, and how, PYD should be incorporated into 
their philosophies.  
As discussed in Chapter 2, the task of having to integrate a PYD focus into sports 
sessions where sport-specific skills are the priority has proven too difficult a challenge for 
coaches (Camiré, 2014). Despite this, PYD researchers have continuously highlighted how 
coaches can be successful in this approach by the relationships they develop with their 
athletes and the environments they create (e.g., Camiré et al., 2011; Hellison & Walsh, 2002; 
NRCIM, 2002). The climates created by coaches (e.g., Cronin & Allen, 2015; Fry & Gano-
Overway, 2010; Gould et al., 2012) in sporting contexts ranging from recreational (Vella et al., 
2011; Vierimaa et al., 2017) to elite level (Harwood et al., 2015; Preston et al., 2019; Strachan 
et al., 2011) are fundamental to the holistic development of young people through sport.  
However, past research has discovered coaches have mixed opinions on the quality of the 
courses available to them in terms of learning about PYD through sport (Camirè et al., 2014), 
with some coaches pointing to coach education courses completely lacking a PYD focus (e.g., 
Santos et al., 2016). In the UK, NGBs such as the F.A. have continuously highlighted the 





psychological) and these are elements of the courses advertised on national and regional 
football associations websites. However, some important questions remain as to how much 
focus is placed on holistic development on these courses (e.g., life skills) and what high level 
coaches in the UK understand about PYD approaches.  
One of the most commonly researched PYD through sport outcomes is life skills. In 
essence, activities focusing on life skills development are considered key to programmes 
which are designed to foster PYD outcomes (Holt et al., 2020). Life skills in sport have been 
defined as the physical, behavioural, or cognitive skills necessary to deal with the difficulties 
and demands faced in everyday life (Hodge & Danish, 1999; Holt et al., 2020). As discovered 
by Johnston et al. (2013), some of the key life skills discussed and researched in sport are: 
teamwork, goal setting, social skills, problem solving and decision making, emotional skills, 
leadership, time management, and interpersonal communication. Along with these, the 
systematic review in Chapter 3 contributed to the literature by showing that developing 
relationships, initiative, interpersonal competence, and autonomy as further frequently 
discussed life skills. Importantly, increased life skills can lead to better sports performance 
(Vella et al., 2011). 
 Along with identifying key life skills developed through sport, youth sport researchers 
have highlighted that for a skill developed in sport to be considered a life skill, it must be 
transferred and applied away from the sporting domain (Holt et al., 2016; Pierce et al., 2017). 
Given this point, it was interesting that the studies in Chapters 3 and 5 highlight that there has 
been little focus or limited evidence of the transfer process occurring (Holt at el., 2017; Jacobs 
& Wright, 2019; Pierce et al, 2019). The reason for this lack of research can be attributed to 
the lack of quantitative measures to assess life skills transfer and, as such, the study in 
Chapter 5 of this thesis aimed to address this issue. In developing the LSSS-TS, it was 
revealed that there are six key areas where young people can transfer life skills initially learned 
in sport. These are: school/education, home/family, community, social settings, employment, 
and other life domains. These domains were identified through a review of the literature, 





content validity process. Now that a measure is available to assess transfer, it is also important 
to obtain coaches views on the process of transfer.  
 An interesting discussion over the years has been the issue of implicit and explicit 
processes for life skills development and life skills transfer (Holt et al., 2017; Holt et al., 2020). 
The implicit approach suggests that athletes can learn life skills alongside sports skills, without 
any structured programme in place, as long as a suitable PYD climate is created (Holt et al., 
2017). The explicit approach involves activities which are intentionally structured to teach life 
skills (e.g., a life skills programme) by the programme leaders (e.g., coaches; Holt et al., 2020). 
Studies have evidenced the fact that life skills can be developed and transferred as a by-
product of participating in sport (e.g., Holt et al., 2009; Bean & Forneris, 2017) suggesting the 
implicit process can be successful. Other researchers have contested this view and advocated 
that life skills development and transfer must be taught and not caught (e.g., Gould & Carson, 
2008; Bean & Forneris, 2016) – thus suggesting the process has to be explicit. Highlighting 
the benefits of an implicit and explicit approach, Holt et al.’s (2017) model of PYD through 
sport explains that both processes can lead to successful development of PYD through sport 
outcomes. However, when discussing the implicit process, they do stipulate a PYD climate 
must be evident. As such, social agents such as coaches should create a climate in their sport 
that promotes autonomy and/or that are mastery-oriented (Harwood et al., 2015).  
 In terms of an explicit approach to PYD through sport, there have been several 
programmes aimed at teaching life skills through sport. Such programmes include Sport 
United to Promote Education and Recreation (SUPER; Danish, 2002), The First Tee (Weiss, 
2008), Project SCORE (Strachan et al., 2016), The 5Cs (Harwood, 2008), PasSport4life (Cox 
et al., 2016), and PCS Plus (Winning Scotland Foundation, 2020). These programmes which 
were discussed in Chapters 1 and 2 of this thesis are aimed at developing life skills such goal 
setting, confidence, teamwork, communication, problem solving, social support, and 
leadership in young people. More recently, Holt et al., (2018) have been involved in developing 
PYDSportNET. This PYD programme will attempt to link research to practice, sports 





evidence-based resources. Some of these programmes have been around for a significant 
number of years, whereas others have been developed more recently. Programmes such as 
Project SCORE, the 5Cs, PCS Plus, and PYDSportNET have easily accessible websites, and 
the F.A. (football’s governing body in England) are attempting to implement Harwood’s (2008) 
5Cs on coach education courses. Likewise, PCS Plus is delivered by the Scottish F.A., 
Scottish Rugby, and Sport Scotland. What is less clear, and therefore needs to be assessed, 
is how much currently active coaches within the UK know about these programmes and if they 
use any aspect of them in their own sessions. This would be an interesting investigation as 
Holt and colleagues state that PYD-related education remains absent from coach education 
programmes (Holt et al., 2016; Holt et al., 2020).  
With these points in mind, it was decided to interview experienced sports coaches to 
gain their insights and understandings of the issues discussed so far in this thesis and to 
explore their understandings of further PYD through sport related outcomes. Although 
participants in Chapter 4 perceived peers to be most important, the majority of research to 
date focuses on the coach but has missed out some key debates. Such debates include the 
coaches’ perceptions of the roles all social agents play in PYD through sport, what they believe 
to be the key areas for life skills transfer and gaining an in-depth understanding of their 
perceptions of implicit versus explicit processes. Therefore, this study has two main aims. 
Firstly, to validate some of the key quantitative findings in this thesis, the following questions 
will be asked of coaches: 
• Can you explain your thoughts on which of the three social agents (coaches, parents, 
and peers) are the most important for developing life skills through sport? Are there 
any other significant people involved in this process? 
• Can you give your opinions on the key transfer areas for life skills and whether transfer 
is an explicit or explicit process?  
Secondly, the study will aim to explore coaches’ perspectives on life skills through sport, along 






• What do you feel are the key life skills sports participants need and which ones are 
they developing through sport? 




In order to recruit experienced participants, information letters were sent to head 
coaches at sports clubs in the North West of England. With the head coaches’ approval, the 
lead researcher attended practice sessions and gave a verbal overview of the study to 
potential participants. Interested participants who met the sampling criteria (see below) 
contacted the lead researcher to arrange a time to be interviewed. Prior to any interview taking 
place, ethical approval was granted by the University Ethics Committee. After the study was 
explained, and the participants were informed of their right to withdraw from the study at any 
time, and consent from all interviewees was granted before proceeding. The interviews were 
semi-structured, with specific questions asked during all interviews before probing questions 
asked from individual answers given. Based on the recommendations of Rubin and Rubin 
(2011), an interview schedule was created including introductory statements, main questions, 
follow-up questions and prompts (See Appendix E). An example of the probes included were: 
what are your thoughts on leadership skills, can you explain that a bit further, what do you 
mean by that, and what are the implications of that? The schedule was discussed with 
members of the research team and refined where necessary before the first interview took 
place.  
Recruitment and Selection Criteria 
To ensure the best quality data could be obtained, it was considered necessary to 
recruit coaches deemed to be experienced and of a high calibre. Therefore, a purposeful 
sampling criterion was used to select the coaches for this study (Morse, 2010). The purposeful 
sampling criteria for coaches were that they must have been head coaches in their respective 





qualification for their main sport, and they were required to have some knowledge of PYD 
through sport. These criteria were established to ensure that participants had adequate 
experience within their sport and had some opportunities to promote PYD outcomes such as 
life skills.  
Participants 
A varied sample of nine coaches were interviewed for this study. For demographic 
information on the coaches see Table 15. According to Bruan, Clarke, and Weate (2016), this 
sample size is adequate, and interviews were ceased once data saturation was achieved and 
no new information was being obtained from additional interviews. Of the participants, five 
were male and four were female, with an age range of 21 to 47 years (M = 33.44, SD = 8.86). 
Each coach spent between 3-20 hours per week (M = 10.11) with their athletes in both training 
and competitive settings and had a mean of 11.78 years of coaching experience (SD = 5.97). 
Coaches represented the sports of football (n = 3), climbing (n = 2), basketball (n = 1), rugby 
league (n = 1), hockey (n = 1), and tennis (n = 1). In terms of qualifications, three coaches had 
a level two qualification in their main sport, four coaches had level three qualifications, and 
two coaches had level four qualifications. Coaches represented a good mix of current 
coaching levels, ranging from community to international. Five of the coaches were also 
employed as teachers, and one coach was a qualified sports psychologist.   
Researcher-as-Instrument 
As described by Pezalla, Pettigrew, and Miller-Day (2012), the researcher within 
qualitative research is a significant tool for data collection and analysis. Due to this, it is 
important to provide some details on the lead researchers circumstances to help set the 
background for the study. The lead researcher is a 37-year-old male with over 12 years 
coaching experience. His coaching experience has come in a wide variety of sports and 
includes coaching for sports clubs and in primary and secondary schools in the UK. Although 
predominantly based in the UK, he has also worked for a sports organisation based in the 
USA. The researcher conducted all the interviews and led the analysis. His knowledge of 






Participant Demographic Information 







Andrew  42 Male Football 16 years Level 2 3 Grassroots 
Brian  26 Male Basketball 8 years Level 3 12 Professional 
Carl  26 Male Football 10 years Level 3 20 Academy 
Dave  34 Male Football 19 years Level 4 12  Professional 
Eddie  42 Male Rugby League 14 years Level 3  6 Grassroots 
Georgia  47 Female Hockey 21 years Level 4  16 International 
Holly  21 Female Free Climbing 4 years Level 3 8 Professional 
India  35 Female Indoor Climbing 8 years Level 2 10 Grassroots 
Julie  28 Female Tennis 6 years Level 2  4 Community 
 
understanding the meaning of participants’ comments (e.g., specific language associated with 
coaching), the structure of the sports, how coaching sessions were run, and the sporting 
context. To ensure his prior positive experiences in sports coaching did not influence the 
analysis in anyway, he kept his own involvements out of the questioning in the interviews. 
Along with this, another member of the research team reviewed the analysis to provide analytic 
balance (Patton, 2002). Whilst this other member of the research team had previous 
experience in competing in football, they had no prior knowledge of coaching and the 
numerous other sports the participants were involved in.  
Interviews 
The individual semi-structured interviews which were conducted lasted 64 to 93-
minutes (M = 71.24). Questions were developed based on the findings from Chapters 4 and 
5 of this thesis, as well as some of the literature covered in Chapter 2. Interviews were 








 Interviews were transcribed and participants were given a pseudonym (see Table 15), 
with these pseudonyms being chosen in line with recommendations from Allen and Wiles 
(2016). After consulting with the research team and the participants themselves, it was agreed 
that the names given in this study will make it impossible to identify the participants, therefore 
maintaining confidentiality and anonymity (Tolich, 2010).  
The thematic analysis conducted was guided by the six-phase model outlined by 
Braun, Clarke, and Weate (2016). Phases 1-2 include familiarisation and coding. Firstly, with 
familiarisation, the lead author became deeply absorbed in the data by reading and re-reading 
the transcripts while making notes of interest and looking for ideas and concepts. After 
familiarisation was achieved, it was followed by coding. Coding is a vital step in thematic 
analysis, allowing for the generation of themes later in the process (Braun et al., 2016). The 
transcripts were uploaded to NVivo (QSR International, 2020), a software programme used to 
organise the data. At this stage in the process, the first author coded the data using a hybrid 
inductive-deductive approach (Fereday & Muir-Cochrane, 2017; Roberts, Dowell, & Nie, 
2019). This hybrid approach is not unusual as most thematic analyses include some inductive 
and deductive elements (Braun et al., 2016) and was adopted in this study for a number of 
reasons. Firstly, the combination of both approaches fits well with a pragmatic research 
paradigm as well as a mixed-methods methodology (Roberts et al., 2019), both of which 
guided this programme of research. Next, in order to reaffirm results from Chapter 4 and 5 of 
this thesis, and to answer further research questions for this study, having an a priori template 
of codes was considered appropriate (Crabtree & Miller, 1999; Fereday & Muir-Cochrane, 
2006). Along with these, it was also important to let the data guide the development of further 
codes and themes. Accordingly, this inductive approach sought for patterns from the raw data, 
allowing for any unexpected themes to be generated in the coding process (Roberts et al., 
2019). The coding was achieved by highlighting sections of text and assigning a code that 
represented the meaning of the data and continued throughout the research until an adequate 





considered adequate when very little new information was generated during interview eight. 
However, in order to confirm this, a further interview was conducted. Furthermore, saturation 
was considered to be achieved as there has become a high level of consistency in the details 
provided by the participants.   
Phases 3-5 in Braun et al.’s (2016) six-phase model includes theme development, 
refinement, and naming. These steps involved organising the long list of codes and placing 
them into provisional themes which represent the best selections for answering the research 
questions (Braun et al., 2016). Codes were clustered together in concepts believed to 
represent the bigger picture and some codes were eliminated at this point. At this stage in the 
analytical process, the hybrid inductive-deductive approach was applied to the data. For 
example, codes within the theme “Social agents” were applied deductively, meaning codes 
such as coaching climate, parental behaviour, and peer relationships were already predefined. 
Contrary to this, codes within the theme “PYD programmes” were applied inductively, whereby 
codes such as life skills needed, or life skills developed were data driven. Refinement of the 
themes then came from taking a ‘critical friends’ approach. This involved two researchers 
having a discussion to explore the interpretations and perspectives of the first authors choices, 
providing a theoretical sounding board, and enhancing analytical choices in the process 
(Sparkes & Smith, 2014; McGannon, Smith, Kendellen, & Gonsalves, 2019). After this, the 
themes were named, and it was decided to keep the theme names simple and in line with the 
main research questions. The four higher order themes chosen were: the role of social agents, 
transferring PYD outcomes, life skills, and PYD programmes (see Table 16). Table 16 also 
shows the sub-themes and gives examples of codes used when analysing the data from 
coaches.  
 Finally, phase 6 of the analytical process involved the writing up stage. This last phase 
was an on-going process and comprised of writing the report and choosing the best quotes to 
capture the theme and the perspectives of the participants. Thus, as the lead author was 
coding the data, they highlighted quotes they thought best suited the themes to be discussed 






Themes, Sub-themes, and Example Codes Generated from Coach Data 
Theme Sub-theme Example Codes 
The role of social 
agents 
Coaches  • Environment 
• Leader 
• Teachers 
• Coach negative 
• Past experiences 
 
 Parents • Role model 
• Behaviours 
• Negative parents 
• Parent influence 
• Past experiences 
 
 Peers • Relationships 
• Behaviours 
• Working together 
 
• Social connections 
 
 Other contributors • NGB 
• Chairperson 




 The key social agent • Coach KSA 
• Parent KSA 
• Peer KSA 
• NGB KSA 
• Admin KSA 
 Climate • Autonomy 


















• Automatic transfer 
• Planning 
• Nature of sport 
• Taught 
 







• Social skills 
• Goal setting 
• Motivation 
• Time management 
 Life skills developed • Problem solving 
• Decision making 




 Life skills strategies • Drills 
• Role play 
• Teach life skill • Tasks 
 Implicit or explicit 
processes 
• Implicit LS 
• Explicit LS 
• Taught 
• Caught 
• LS dependant 
• Structure 
 
PYD programmes Current programmes • Football 
• The 5Cs 
• Hockey 
• Unaware 
• Coaching courses 
 




• Session plans 
 
Note. KSA = Key social agent 
 
Results 
 The first section of the results answers the initial research questions aimed to reaffirm 
the findings already discussed in the quantitative chapters of this thesis. Firstly, this section 
covers what the coaches thought on the key social agents within youth sport and their 
relationships with sports participants, whilst also uncovering some other key influencers. Then, 
the area of transfer is reported which includes key areas for life skills transfer and how this 
transfer is perceived to occur. The next section addresses the key points generated from the 






The Role of Social Agents 
All nine participants acknowledged the importance of coaches, parents, and peers 
within the sporting environment and the role they play in fostering PYD outcomes such as life 
skills development. 
 Coaches. When discussing the importance of coaches, Dave said “Coaches are in 
charge of creating the right environment for their players and they have more power when 
setting standards and teaching life skills”. Similarly, India stated “A lot of it lies on the coach…to 
put these things out there and help their athlete’s all-round development”. Further emphasising 
the importance of the coach, Georgia acknowledged “None of these outcomes would be 
possible if it wasn’t for coaches and the work they put in”. Interestingly, five of the nine 
participants discussed how negative behaviours and environments from coaches they had in 
the past shaped the way they coach today. When discussing players being allowed to make 
their own decisions and problem solve, Julie said “Old school coaches don’t believe in that, 
so players are not allowed to do it. My coach pretty much made every single decision for me 
on the pitch”. Likewise, Andrew mentioned “It felt like we had to do everything they said or we 
wouldn’t play. I get that coaches are in charge, but sometimes it’s nice to make your own 
decisions…I coach completely differently to that and allow my players to make mistakes”. 
Continuing with the theme of giving more autonomy to players, Dave said: 
In environments where I have been given autonomy, I have flourished and produced 
my best work and I am a big believer in that. Structuring the opportunity to give 
autonomy is key. The greater opportunity for autonomy will be given to those 
individuals who do maintain high standards…It gives individuals the opportunity to 
provide an opinion, because if they can’t provide opinions and are not given the 
autonomy then they are not going to make mistakes and they will be constantly 
introverted... If you put person before player then ultimately you will get a better player 
out of that person. My coaches never did that, but I do.  
Parents. Along with discussing the significance of the coach in fostering PYD 





play. When discussing parental influence, Holly said “Parents play a massive role when it 
comes to their kids in sport…if parents are acting in the right way then children will mirror it as 
they grow”. Dave reiterated this by stating “Children will learn from what parents say and do. 
Parents spend the most time with their children”. Just as they did with the coaches, a high 
number of the participants focused on the negative roles parents play in their children’s 
sporting experiences. For example, Holly stated “I think they ruin it at times…they shame them 
almost…constantly on their backs”. Likewise, Brian mentioned the idea of parents trying to 
coach when stating “In my sport, the parents can have such a negative influence. They 
sometimes feel like they are the coaches and tell them all the wrong things”. In trying to explain 
such behaviour, Julie said explained “It can be ridiculous at times. They are almost living out 
their failures through their kids. It’s not fair”. Just like with their past experiences with their own 
coaches, the participants also discussed how their own parents impacted their sporting 
experiences. Carl discussed this, stating “My parents asked me what my goals were and took 
time to ask questions like: how are you getting on with that? How much time have you spent 
on that particular goal today?” Brian was very complimentary of his parents’ involvement by 
declaring: 
I believe the things I do in my life now are due to the inspiration I had off my Dad. The 
person that I have become and the independence I have gained have been all down 
to my parents and how they acted when I played sport, the encouragement they gave 
me. This is why I give my own players autonomy and independence and lots of 
responsibility to go and flourish. I will pass all of this on to my own son so he can 
flourish. 
Georgia was equally encouraged by her parents when declaring “My parents were the most 
supportive people I could ever wish for. If it wasn’t for them I wouldn’t have good time 
management skills. They always encouraged me and enhanced my emotional skills by saying 
come on, you can do this”. 
 Peers. Although less so than coaches and parents, the coaches also discussed how 





massive, massively important…how they work together and help each other is so important 
for their development”. Eddie saw them as just as important by saying “It’s the way they use 
their language with each other, it can affect social skills, their emotional skills. It has to be 
positive and not derogatory. They need to encourage in a positive way”. Further discussing 
the impact of social skills, Julie stated “They always have their little groups and help each 
other. They discuss and encourage each other’s games which is nice…and it helps them 
communicate with each other as some are quite a bit older”.  
 Other contributors. Some of the coaches also discussed how other people can have 
an influence on young people’s development through sport. Firstly, they discussed how their 
national governing body (NGB) can have an important role to play. Dave was keen to highlight 
some of the key strategies adopted by the English F.A., the NGB for football. Explaining their 
role in helping coaches, he stated “They have national strategy aimed at promoting this type 
of thing. They have particular DNA’s and they trickle down through to courses and coaches. 
This then goes to the players”. Carl echoed this point by saying “The youth modules have 
completely refreshed the coaching and tried to gear it towards offering the better environment 
for the player. They have the four-corner model where they focus so much more on 
psychological and social skills and the way they encourage coaches to work on these”. 
However, the participants were not always complimentary of their NGB, with India declaring 
“The NGB are supposedly in charge of everything including GB teams. They are a very stingy 
NGB as in they never want to pay for anything, they want everything done for free. They are 
not the most organised NGB”. 
Another social agent discussed by the participants were the club administrators (e.g., 
welfare officers and club secretaries). Carl was one of the main advocators for welfare officers 
being extremely important when stating “They have one of the most important roles, especially 
welfare officers who need to ensure all players are developing all round skills and are being 
cared for”. Brian repeated this point by declaring “All club officials play important roles. 
Secretaries or recruiters getting in the right coaches who want to teach this is key. Welfare 





out “It depends on the individual. Some just purely have the club ticking over. Good 
administrators create an ethos and direction for their clubs and work tirelessly to ensure 
everyone at the club is pulling in the same direction”.  
 The key social agent. When asked which of the social agents they perceived to be 
most important to PYD through sport, five from nine participants said the coaches, two said 
parents, one said peers and one said club administrators. Andrew categorically went for 
coaches, stating “Without a shadow of a doubt it’s the coaches. They are the ones involved in 
the sessions, delivering this stuff…how would anyone else be able to teach communication in 
sport”. Georgia and Carl agreed, saying “Definitely the coaches, they not only help promote 
these things but also help all the other people like parents” and “When players trust the coach, 
they will do anything they want…including developing more than just sports skills” respectively.  
 Climate. Some of the coaches discussed the setting they try to create for their athletes 
in order to provide positive learning environments. For example, when describing how they 
like to create an autonomous climate, Brian stated “It is important to allow the players to think 
for themselves and make their own decisions out there…how do we know they are learning if 
we don’t do that”. This was also important for Dave, who identified the need for autonomy 
“Players have to think for themselves or they won’t develop how we want. I allow my players 
to have a voice, contribute to sessions, and sometimes have control of tactics for games”. 
India was another coach who discussed her athletes making their own choices by saying “We 
can’t get up there and climb for them, so it’s really important to let them make their decision 
and to learn from mistakes. It’s giving them independence and allowing them to problem 
solve”. Three coaches were keen to mention how they promote a developmental climate with 
limited focus on winning. For example, Georgia confirmed “I take the pressure off my players 
by not focusing on results”. Eddie, when talking about working with some younger athletes, 
mentioned “If we take the pressure of winning off them and focus only on the skills we have 
worked in practice, they will enjoy it a lot more. They are kids and should be having fun”. Carl 
reaffirmed this, stating “Why should we focus purely on winning? We can all win games by 





this pressure. Finally, two coaches briefly discussed how they try to be motivators within their 
sporting environment. On this, Carl said “If I can’t motivate my players then no one can. I try 
to show passion, create that cohesion within the group so we all work together”. Echoing this 
point, Holly stated “Wow, I really do have to motivate some of them to climb. But I also have 
to motivate others to motivate them too. Having that togetherness really helps a lot of them 
climb these walls”.  
Transferring PYD outcomes  
  In the current study, school/education, home/family, community, social settings, 
employment, and other life domains were mentioned as key domains away from sport for 
participants to transfer life skills. As outlined below, coaches gave their opinions on the areas 
they considered important for transfer along with their ideas on implicit and explicit transfer.  
Transfer areas. Participants were explicitly asked to name some key areas they 
believed their athletes may transfer life skills to. When discussing transfer, all of the coaches 
mentioned education, employment, and home life as the key areas for life skills transfer to 
settings beyond sport. Also, most of the participants mentioned other areas such as social 
settings and community, whereby one participant mentioned everyday life situations by saying 
“Just everyday life really, mentally. Just anything you do in life”. 
When discussing transfer, participants also related specific life skills to certain non-
sporting domains. For example, Brian said “Definitely goal setting in education. I have found 
throughout my whole life that I am constantly keen to learn and set goals and my players do 
too, they take this into their schoolwork”. Continuing in this regard, and when discussing goal 
setting and time management for education, Carl indicated the following: “Teenagers need to 
manage their time in terms of their studies. They often have multiple assessments at once. 
They also have to set goals. They may need to read certain papers. They also set goals for 
the grades they want to achieve”.  
When talking about the use of life skills for future employment, Julie mentioned that “It 
is important to develop communication skills for future jobs. If these skills are not good enough 





to manage these emotions. Managing emotions to set goals to be successful in the next 
interview”. Meanwhile, India said “Teamwork and social skills will help you progress in your 
career. New career means new problems to solve and challenges to overcome. There will be 
a sense of autonomy in the job, so you need decision making skills and problem solving skills”. 
Another key transfer area discussed by all participants was home life. Dave felt 
strongly about this by stating “Marriage, 100% marriage, and all-round family life is an area 
where social skills, leadership, problem solving and decision making, and communication are 
key for success”. Holly echoed this sentiment by stating that “I try and encourage my climbers 
to communicate with their families better, to sit down with them and set goals – family goals 
and life goals. Long and short term”.  
  The other areas discussed by some of the participants are social settings, as Brian 
stated, “Being able to take communication and social skills into social environments are 
massive for kids these days”. Similarly, community settings were also mentioned by Eddie 
who stated “With community I think being involved as a role model is key and encompasses 
the likes of social skills and communication. Also having problem solving skills and leadership 
capabilities are key for this”.  
Implicit or explicit transfer. Interestingly, when participants discussed if they believe 
transfer to be an implicit or explicit process, the reactions were very diverse, with the majority 
of the coaches indicating both processes occur. This was summed up by India who mentioned 
that “You learn so much in sport that you can transfer, and you don’t even realise you’ve done 
it”. Some of the participants stated how they believed the transfer process is dependent on 
the individual and their characteristics. For example, Georgia explained “I think it depends on 
the individual. Sometimes you just need someone to say it to make you aware of it. Yeah I 
would say it’s very much based on the individual”. Andrew reiterated this point by declaring “I 
honestly believe it depends on the person and if they want to take the skills elsewhere. Some 
of them will do it automatically, others will need pushing”. Believing the transfer process to be 
both implicit and explicit, Holly said “I would say both. I think it does happen naturally, but I 





to everyday life as well. I also believe it can work the other way where you can transfer skills 
from everyday life into sport”. Julie agreed with this “It’s definitely both for me…somethings 
are taught, others they just pick up”. Continuing, she said “I was given the role as captain on 
a number of occasions and this made me a better leader, a better communicator, a better 
person all round. I have used these skills throughout my life so far. My coach didn’t explicitly 
tell me to transfer these things, but I kind of thought he gave me the captaincy on purpose to 
help me out”. Discussing time constraints on coaches to teach transfer, Andrew stated “It 
would have to be both. As a grassroots club we try and encourage life skills and transfer, but 
with only one hour a week training, it’s really difficult. I would tell them to use certain things at 
home or school, but others (like communication) I would hope they would pick up naturally”.  
Interestingly, Carl was the only participant who firmly stated that he believed the 
transfer process to be explicit. As Carl described: 
The answer is really easy for me, they need to be taught to transfer. They don’t make 
that link themselves. It’s difficult making them understand how these things can be 
linked to things away from football. It’s difficult enough to have them buy into football. 
Sometimes the players question if it’s the role of a coach. Why are they teaching me 
things like goal setting in college for example? Even more difficult at professional level. 
They only have a focus on being a footballer and nothing else. So, they definitely need 
teaching about transfer, no doubt.  
Life Skills 
 Throughout the interviews, participants discussed many life skills they believed their 
athletes needed for their particular sport, and life skills they actually learned through playing. 
They also discussed how they use strategies in an attempt to develop life skills in their athletes 
and again, gave their opinions on implicit and explicit processes for life skills development.   
 Life skills needed for sport. All ten participants mentioned the following life skills as 
key for their athletes in their particular sport: leadership, communication, confidence, and 
honesty/respect. When discussing these life skills, the participants were also keen to highlight 





need, Carl said “Communication and leadership are key. I would say they tend to overlap quite 
a lot dealing with wider variety audiences and communicating with teammates”. Eddie 
reaffirmed this by stating “This is a team game, so communication to be successful is really 
important, as well as having strong communicators who are leaders”. Continuing with the 
importance of leadership, Dave mentioned “I am a big advocate of providing responsibility to 
develop leadership and confidence within team environments, these are key for my players”. 
Persisting with the importance of being confident in sport, Georgia stressed “Confidence is 
massively important. You want players who will get on the ball. Players who are happy to make 
mistakes and keep going…outside of sport, having confidence facilitates a lot what people 
can achieve”. Confidence was also considered a key life skill in the individual sports such as 
climbing. Holly discussed confidence at length, stating: 
In our sport, confidence is the big one. I have done a lot of other sports in my time but 
with climbing I would say the confidence just has to be there. There have been many 
occasions when my athletes have been physically able to do something, but their 
confidence holds them back. They’re like, I don’t know if I can do that. But then you 
know that it is mental because as soon as you have that confidence you can do it 
straight away and repeat it and it’s like well – it’s not that I am not strong enough - it’s 
having that ability to go no, I am confident do this. It’s just something you learn through 
getting to know yourself and your own ability.  
 All the coaches also discussed the need for their athletes to have honesty/respect. 
Julie pointed this out by stating “In tennis you have to have respect for yourself and others. 
Respect for your opponent, training partners, your umpire, the coaches”. Dave mentioned how 
he believes players in academy set ups in youth football need honesty/respect to be 
successful. He said “It is important now that when players are reaching youth team level and 
getting contracts, not only do they have talent but they have the additional interpersonal skills, 
the right attitude, good behaviour, attendance…once all that is in place they are much more 






Along with these life skills, there are many life skills commonly discussed by a high 
number of the participants, which are: teamwork, empathy, social skills, goal setting, 
motivation, time management, problem solving and decision making, and emotional skills. 
Life skills developed. After discussing the life skills, they believe their athletes need, 
the participants also went on to discuss the life skills their athletes actually require to be 
successful in their sport and beyond. Like with the life skills they perceived their players need, 
all coaches said that confidence, leadership, and communication were required. Along with 
these, every coach also said that their athletes developed social skills, emotional skills and 
goal setting. Highlighting the need for confidence, Georgia stated “In our sport, players 
develop confidence from playing with older, more experienced players” whereas Eddie 
explained “There’s a lot of hard tackling in Rugby, you have to have the confidence to deal 
with such pressure both physically and mentally”. With regards to leadership, Brian mentioned 
“All players will need to develop some sort of leadership skills at times” and Dave agreed by 
stating that “You always have to develop leadership skills in and out of sport. In sport, you 
lead by the effort you put in, out of sport you may have to step in as captain on a project”. 
When discussing communication, India specified “Due to the high risk involved with climbing, 
it is natural for the athletes to become better communicators, both verbal and non-verbal”. 
Likewise, Andrew was of the opinion that sport is a natural domain to improve communication 
when stating “Without doubt, all sports participants will develop good communication, even 
the most introverted become better communicators”. 
Dave was passionate in discussing social skills in his athletes, especially at important 
ages for youth development. Explaining this point, he highlighted that: 
Social skills are key from a player point of view. The youth development phase of 12-
16 years has seen a massive change in the social orientation of players. Now they are 
moving away from the influences of their parents and they are becoming much 
friendlier and approachable towards their coaches or at school. The ones I believe who 
show good social skills are good at team building activities and social interaction with 





are the players are showing inclusiveness and being comfortable which is key to 
developing good social skills.  
Andrew also discussed social skills and how they help their athlete’s in society. He said “You 
are dealing with different characters and all develop social skills in life too. How they fit into 
their team determines how they fit in society, so it’s good to see them developing better social 
interaction”. 
 All of the coaches were also enthusiastic about discussing emotional skills and how 
their players develop these to deal with the challenges of varying emotions when playing their 
sports. Julie stated “For the most part in tennis, you are on your own. You will play bad shots 
at bad times and my players deal with emotions well so they can play the next point”. Eddie, 
when concentrating on emotions in rugby league also declared “Managing emotions are huge 
for this sport. It’s physically and psychologically demanding from start to finish. It’s one of the 
first skills my players learn”. 
 Finally, all coaches mentioned how their players develop goal setting. Dave mentioned 
how players in his academy learn how to set goals “They set goals and they stay focused. 
They remove themselves from only focusing on the long-term end goal because they 
understand they are a very long way from that right now”.  
 Life skills strategies. As well as discussing the life skills their athletes need, and 
indeed learn through sport, the participants discussed some of the strategies they have to 
develop life skills in their athletes. To promote social interaction, and leadership, Georgia said 
“We have training buddies where senior players train and mentor younger players. It motivates 
them to work together, gives the senior players more leadership opportunities, and is just 
better socially”.  
To encourage the development of goal setting, Brian stated “We always set goals at 
the start of sessions. Like what do you want to achieve today and how many skills can they 
do in the next 10 minutes”. Continuing with goal setting, Dave pointed out “We give individuals 





tactics we ask individuals, based on the session we have done, to discuss in groups how they 
will approach the game and to set targets they hope to reach”.  
 Communication strategies were discussed by the majority of participants and 
highlighted by Andrew who stated: “Communication has to be developed in all sports”. To help 
promote communication in a high-performance elite academy environment, and link it to real 
life situations, an interesting strategy was explained by Carl: 
We explain this is how you should communicate, and this is how to improve 
performance from communicating well. Also, how may you need that away from sport? 
We mention about what happens if you need to communicate in TV interviews for 
example. Explain how they don’t want to look silly in front of the camera. Harder to get 
them to buy in but it’s easier to give of examples of why it’s important. We show clips 
of good and poor interviews from TV. We also do mock interviews, film it, have their 
peers in attendance and compare them together. We make it challenging and review 
the way they answered the questions. 
 From a team sport perspective, the coaches involved in such sports discussed the 
importance of teamwork and how they tried to develop this in their sessions. For example, 
Julie acknowledged this when stating “I always have them in different teams with different 
tasks. I will look to put weaker players and stronger players together to encourage better 
teamwork”. Brian mentioned “I set certain ways for my players to work in teams. Different 
challenges in games to see how they work together”  
 With regards emotional skills, Mark stated: 
The easiest strategy is being referee and making the wrong the decisions. Give one 
team every single decision. See how the players react. Don’t tell them what you’re 
doing. You see the anger and frustration. I always stop it and have a bit of a break 
down. Ask them to tell me about the emotions they have just demonstrated and what 
impact did that have on your performance.  
 Implicit or explicit processes. As with life skills transfer, coaches discussed their 





coaches were divided in their opinion, mainly stating they believed there were elements of 
both processes involved. Dave indicated “I think you could argue both sides. Being involved 
in sport can better and naturally enhance certain skills more than those not involved in sport” 
whereas Andrew explained: 
I learned life skills through playing without ever being taught. I definitely developed 
communication, leadership, and emotional skills without my coaches ever teaching me. 
So, I implicitly learned these over time by simply engaging in the sport. Also, when I 
started coaching, I never taught these skills, but I did see players develop them 
implicitly. However, as I have progressed through my coaching career, I have made it 
more of an explicit process. The development of the life skills when explicitly taught 
was much quicker than implicitly. However, it can happen implicitly if the right 
environment is created.  
The coaches discussed how they believed certain life skills can be developed through implicit 
approaches whereby others might only be learned through explicit approaches. For example, 
Carl said “I think leadership is something individuals believe they have but they don’t show the 
traits well enough, so explicitly teaching them about this allows it to develop. However, 
something like communication should develop naturally”. India agreed but also discussed the 
environment created by the coach when saying “I think in all sports communication develops 
naturally, providing the children are allowed to express themselves, but things like problem 
solving may need to be taught to them. Continuing with the environment, Georgia pointed out 
“If the coach allows players to solve their own problems then they will develop this naturally, 
old school coaches never allowed that to happen…things like time management need to be 
taught. It’s not as simple as being on time, it’s how to manage your time”.  
PYD Programmes 
 Coaches discussed programmes within their sport which are designed and have aims 
to foster PYD outcomes. It was surprising, given that these coaches are regarded as 
development coaches, that only a small number of them had knowledge of existing life skills 





 Current programmes. With regards to current intervention programmes, three 
participants in football spoke about their brief understanding of Harwood’s (2008) 5Cs 
coaching programme. Carl stated “I have seen the 5Cs, based in football. Communication, 
concentration, commitment, control, confidence. It’s part of the FA and become common in 
academy set ups”. Carl continued “I am aware there’s a website but from what I have been 
told it’s quite vague”. Dave and Andrew also mentioned the 5Cs, saying “It did crop up on my 
A licence and maybe on one of the youth modules” and “I have heard it mentioned but I am 
not fully familiar with the concept”. A coach from hockey spoke about two different 
programmes from her sport. She said, “Don’t Teach Skill in Isolation is about making coaching 
more game realistic, based around teaching players to solve problems and find solutions 
themselves” and “There’s Back to Hockey but this is more about getting people back 
participating. However, it is based on a non-competitive environment and more about 
developing social skills…You’re given little activity cards which are signposted to help you”. 
Another mentioned coaching plans for their sport, but there was no real link to them being 
programmes teaching PYD outcomes. For example, India commented “There’s a very new 
scheme called climbing fundamentals which is about coaching people. But it’s more aimed at 
helping coaches understand how to coach people”.  
 In an unexpected outcome from the interviews, five of the participant’s had no 
knowledge of existing programmes. Brian (basketball) stated “I am not aware of any resources 
or programmes within my sport that would help develop this type of stuff” whereas India (indoor 
climbing) pointed out “Most stuff we are given is regarding the physical side and not to do with 
the developmental side”, and finally Eddie (rugby league) stated “We do this type of 
development, but I haven’t seen any programmes to help or guide us”.  
 Future programmes. When asked what they would like to be made available to them 
to help further promote PYD within their sessions, most of the participants stated they would 
like online resources, with booklets and workshops also being discussed. Dave discussed 





In today’s world, we need better online resources. There’s a website called Better 
Sports Coach which is an online social network. Practitioners can go online and select 
anything they need within sports science. All people from all environments are on the 
site and share all of their data and knowledge via video links. It is accessible via an 
app. We need to move away from paperwork. I believe everything should be done 
online now. Session plans, videos, feedback. This is the way we should move forward 
in my opinion. 
Andrew agreed with this and offered a similar proposal: 
There definitely needs to be an online platform. There could be different categories on 
there with different sessions for different life skills. Adding video links would really help 
coaches. This is how a coach I know from a top-level Premier League club delivers 
social skills within their session… players can access it first and learn from a 10-minute 
clip…others can click it and learn from it. Doing this consistently would keep building 
up loads and loads of coaching sessions which also saves time having to plan. All 
coaches need these resources in my opinion. 
Brian also suggested online lesson plans, stating “If you could have sessions online, all of the 
coaches can access them and download them. They could have their tablet with them and 
work from it”. India also suggested “Anything that is interactive is way better…so online 
interactive stuff for coaches would be good…and good fun. The coaches could rate the 
sessions or videos, provide feedback”. 
 Along with online resources, the participants also discussed how booklets or coaching 
manuals with session plans could help coaches deliver PYD through their sport. Georgia was 
an advocate for this type of resource when declaring that “A coaching manual incorporating 
life skills would be beneficial as coaches need this stuff signposting. More coach education is 
needed and I haven’t met many hockey coaches that do this type of stuff”. Carl backed this 
up when explaining that “A booklet would be beneficial to the grassroots coach with less time 
to go online. You could have the booklet and sessions plans with you at the sessions. They 





 Incorporating more PYD strategies into coaching courses is something participants 
also mentioned. In particular, Julie said “An interactive workshop on coaching courses would 
be good. You can go through all the life skills and how they impact players and you can be 
given resources to take away too”. Brian echoed this point, saying “I definitely think more 
needs to be added to coaching courses. There’s the small mention of holistic development but 
I honestly think it’s just a tick box exercise”.  
Discussion 
 The purpose of this study was twofold. Firstly, it aimed to further investigate some of 
the key quantitative findings from previous chapters of this thesis and gain detailed 
perspectives from high quality sports coaches. Specifically, through pre-defined themes, to 
discover which of the key social agents the coaches believed are key to developing PYD 
outcomes through sport and if they believed any other parties play a significant role. Also, this 
study aimed to determine what the coaches perceive to be key domains away from sport for 
life skills transfer and if they see their athlete’s transferring what they learn in sport to o ther 
areas of life. Secondly, the aim was to get the coaches perceptions on life skills their athletes 
need and develop through sport and to understand their knowledge of key programmes or 
strategies to promote life skills through their sport. 
 Previous research has highlighted the impact of the relationships between young 
people and the adults or role models in their lives on the growth of PYD outcomes (Benson et 
al., 2006). All of the coaches within this study acknowledged the important roles that coaches, 
parents, peers, NGBs, and club administrators play in developing key PYD outcomes in their 
athletes. This is no surprise and validates findings from previous studies investigating the key 
social agents within youth sport (e.g., Cronin & Allen, 2015; Strachan & Davies, 2015; 
Mossman & Cronin, 2018). More than half of the participants in the current study accredited 
coaches as playing the most important role in fostering PYD outcomes. This backs up previous 
research (e.g., Côté & Gilbert, 2009) where it was explained that coaches play a critical in 
PYD through sport. As coaches are the most researched of the social agents, both qualitatively 





agreed with the findings from Chapter 4 of this thesis which showed that peers were the most 
important contributor to life skills development through sport. Further studies would need to 
be conducted to conclusively determine which of the social agents are considered key in 
fostering key PYD through sport outcomes. What is an important finding from this study and 
deserves further investigation is the roles of club administrators and NGBs to create the right 
environments to help their sport and clubs to further enhance PYD. For example, future 
research can look to investigate how NGBs can fully incorporate life skills development into 
their coaching courses and how these can integrate with club administrators to ensure their 
clubs are developing life skills in their sports participants. 
 Transferring life skills from sport to other domains has been an area of interest for 
researchers and practitioners. For a life skill developed through sport to be labelled as such, 
it must transfer to non-sporting domains (Holt et al., 2016; Pierce, Gould, & Camiré, 2017). It 
was encouraging that the coaches in the present study discussed the idea of transfer in detail 
and believed their athletes do transfer some life skills learned in sport to areas away from 
sport. For example, coaches discussed how their athletes use goal setting and time 
management skills when juggling multiple assessments in education and how communication, 
goal setting, emotional skills, teamwork, problem solving and decision making, and social skills 
transfer to future employment opportunities. Also, coaches highlighted how social skills, 
leadership, problem solving and decision making, and communication are key for success in 
home life. When considering these non-sporting domains, all of the coaches in this study 
highlighted school/education, employment, and home/family as key areas for transfer; 
whereas some coaches also mentioned social settings, communities, and general everyday 
life situations as areas they believe their athletes transfer the life skills they initially learn in 
sport. This is an encouraging finding as it provides further validation for the areas discovered 
when developing the LSSS-TS in Chapter 5 of this thesis.  
 With life skills being a commonly researched and key area of PYD through sport (Holt 
et al., 2020), it was interesting to understand the coaches’ perceptions of the life skills their 





explained that leadership, communication, confidence, and honesty/respect are needed to 
play team sports (football, basketball, rugby league, hockey) and individual sports (climbing 
and tennis). Although teamwork, empathy, social skills, goal setting, motivation, time 
management, problem solving and decision making, emotional skills were also mentioned as 
important from a high number of coaches. The majority of these life skills were also considered 
key in the study by Johnston et al. (2013), with eight of them (teamwork, goal setting, social 
skills, problem solving and decision making, emotional skills, leadership, time management, 
and interpersonal communication) being quantitatively measured by the LSSS (Cronin & Allen, 
2017). The further life skills of developing relationships, initiative, interpersonal competence, 
and autonomy discovered in Chapter 3 of this thesis were mentioned briefly but not considered 
key by the coaches’ (e.g., discussed by a large percentage of coaches). When discussing the 
life skills their athletes developed through playing sport, all of the coaches discussed 
confidence, leadership, and communication as the three key life skills developed in team and 
individual sports, with social skills, emotional skills and goal setting also notably discussed. 
This was an interesting finding as while the coaches believed their athletes needed a high 
number of life skills to play their sport, they only said they developed a small amount of like 
skills. What is encouraging, is five of the life skills they believed their athletes were learning 
can be measured using the LSSS and the new LSSS-TS. Furthermore, existing measures 
such as Martens et al.’s (1990) Competitive State Anxiety Inventory-2, the Brief Resilience 
Survey (Smith et al., 2008), and Sheard, Golby, and van Wersch’s (2009) Sports Mental 
Toughness Questionnaire can be used to measure other key aspects such as confidence and 
learning to deal with failure. Using the LSSS-TS in conjunction with such measures can be an 
avenue for future research.  
 Considering that the coaches in this study can be considered development coaches, 
whereby they have an understanding of the holistic development required for their athletes, it 
was unexpected that they had little knowledge of current PYD programmes that are frequently 
discussed in the research. The three football coaches had a brief understanding of Harwood’s 





governing body of English football). Surprisingly, five of the coaches interviewed had no 
knowledge of any PYD related programme within their sport. These coaches came from 
basketball, climbing, rugby league, tennis, and football. This endorses the point from Holt and 
colleagues (2016, 2020) where they discussed PYD-related programmes being largely absent 
within coach education and further reiterates the requirement for better links between research 
and practice. It appears the F.A. (football) are trying to incorporate life skills development into 
coach education (e.g., the 5Cs), but with one coach still not being aware, it should be 
examined as to how they are embedding this into their courses. Other sports appear to be 
lacking a PYD focus altogether or they are failing to market its importance effectively. 
Therefore, investigating types of sport and how PYD is taught on coach education 
programmes is something which needs to be addressed in future research.  
 Despite their lack of knowledge of PYD programmes within sport, it is encouraging that 
the coaches within this study did adopt certain strategies to teach life skills in their sessions. 
Strategies adopted by the coaches included having training buddies where senior players 
partner up with younger players to enhance social integration and leadership, providing 
athlete’s the opportunity to take part in mock interviews in order to improve communication 
skills and confidence, and developing emotional skills by purposely making bad referring 
decisions towards certain teams or players. Researchers and practitioners should be 
encouraged to speak further with experienced coaches and gain more knowledge of these 
educational approaches as there is a need for more pedagogical tools for coaches to promote 
PYD outcomes through sport (Camiré, 2014; Holt et al., 2020). The strategies adopted by the 
coaches can be used when developing PYD programmes in the future.  
 In support of several researchers (Harwood, 2008; Strachan et al., 2016; Holt et al., 
2017), coaches specified they would like any future PYD intervention programmes to be 
online. Thus, websites that incorporate online development via videos and social interaction 
between coaches would help them become better educated in PYD through sport. Along with 
this, the coaches also believe it would allow them to better integrate the development of sports 





available. This would allow coaches to use tablets to access the materials before, during, and 
after their own sessions and a large interactive online tool could be created and maintained. 
Whilst Harwood’s (2008) 5Cs and Strachan et al.’s (2016) Project SCORE have a platform for 
coaches to go online and learn about PYD through sport, there are no specific drills or 
instructions to explicitly teach coaches how it should work. Along with interactive online tools, 
coaches also discussed how the development of coaching manuals displaying session plans 
to incorporate life skills with sports-specific skills would also be beneficial in practice. 
Therefore, future research should investigate these pedagogic approaches and look to apply 
them in practice. 
The issue of life skills development and transfer via implicit or explicit processes is 
something which has been debated in research for some time. Some studies have shown that 
life skills can be developed and transferred by simply participating in sport (e.g., Holt, 
Tamminen, Tink, & Black, 2009; Bean & Forneris, 2017) and others have stated life skills and 
transfer must be taught (e.g., Gould & Carson, 2008; Bean & Forneris, 2016). In support of 
Holt et al.’s (2017) model of PYD through sport, all but one of the coaches in this study believe 
that PYD outcomes can be fostered by both implicit and explicit processes. Additionally, they 
believe that the implicit approach must involve the correct PYD climate created by the coach 
(Harwood et al., 2015; Holt et al., 2017). For example, allowing players to make their own 
decisions can lead to the development of problem solving and decision making without the 
explicit need to teach this. With regards to transfer alone, one coach unconditionally indicated 
that the transfer process must be explicitly taught. This coach, who was also a qualified sports 
psychologist, explained that he believes athletes struggle to make the connection between life 
skills learned in sport and how they may transfer them to other areas of their lives, so they 
have to be taught about this process explicitly. In order to fully understand implicit and explicit 
processes for life skills development and transfer, there is no doubt that extensive longitudinal 
research needs to take place. This research could follow athletes through their sporting lives 






Limitations and Future Research 
 This study has several limitations which should be discussed. Firstly, this study 
represents one sample of youth sport coaches from limited types of sports and it should not 
be concluded that all youth sport coaches will have similar perspectives in relation to the 
outcomes of this research. Therefore, further studies should look to gain the perspectives from 
youth sport coaches from a wider variety of individual and team sports. Next, the small sample 
size can restrict the generalisability of the results. Further studies should look to include a 
larger number of youth sport coaches to see if they agree with the findings from this study. 
Another limitation of this study is that qualitative research is open-ended, meaning the 
participants have more control over the content of the data collected. Therefore, it is difficult 
to verify the results objectively against the scenarios stated by the respondents. This could be 
resolved by adopting a mixed-methods approach and including some quantitative or 
observational assessments of certain outcome variables. A further limitation of this study was 
that some key features of PYD through sport were not fully investigated. For example, future 
research can gain strategies from youth sport coaches for how they prepare young people for 
failure. Finally, the results of this study are related to one social agent and therefore, the 
perceptions of parents, youth sport participants, and other contributors to youth sport should 
be examined and compared to the results of this study.  
Conclusion 
The present study provides an important contribution to the literature by gaining 
important considerations on PYD through sport from youth sport coaches. In particular, the 
coaches confirmed that coaches, parents, peers, NGBs, and sports club administrators are 
important for developing PYD outcomes in youth sport participants, with coaches considered 
most important. Another important outcome from this study is that the key areas for life skills 
transfer specified by the coaches support the LSSS-TS developed in Chapter 5. The coaches 
provided in-depth knowledge of life skills learned and developed in sport along with some 
important and novel ways they promote life skills in their sessions. Their understanding of 





coach education courses. Finally, the coach’s mixed thoughts on implicit and explicit 






































































The main purpose of this PhD research was to investigate the area of PYD through 
sport. To do this, this thesis initially investigated the quantitative state of play of the research 
area by conducting a systematic review of the available literature, before addressing some 
key findings and gaps in the literature from the review. The four main contributions addressed 
in this overall discussion are: (a) the new and novel findings from the systematic review; (b) a 
first-time exploration of how three different social agents effect life skills development in youth 
sport; (c) the development and initial validation of a new scale to assess life skills transfer; and 
(d) unique findings from experienced youth sport coaches and their in-depth knowledge of the 
research area. The limitations of the research and the implications for future studies are also 
discussed.  
Systematic Review: Key Findings 
The systematic review of quantitative PYD through sport literature revealed some 
important and novel findings. These findings include: the lack of focus on life skills transfer, 
new PYD outcomes discovered from recent quantitative papers, the PYD outcomes discussed 
most frequently in the quantitative literature and the measurement of these life skills, the 
antecedents which help to promote PYD through sport, the necessity for a broader range of 
study designs to be employed, and a thorough assessment of current measures to assess 
PYD outcomes. Each of these findings will be briefly discussed below.   
Throughout this thesis, various definitions of PYD and life skills through sport have 
been proposed which state the requirement for life skills learned in sport to transfer to other 
areas of life (e.g., Danish et al., 2004; Petitpas et al., 2005; Holt et al., 2016). Along with these 
definitions, academics have offered certain features within their models of PYD or life skills 
through sport which also highlight the need for life skills transfer (Gould & Carson, 2008; 
Hodge et al., 2012; Camiré et al., 2011). With these in mind, Pierce et al. (2017) defined and 
created a model of life skills transfer. These definitions and model features have been 
highlighted to demonstrate the importance of the transfer process put forward throughout the 
years. Therefore, it is necessary to acknowledge that whilst transfer is considered a key part 





which sufficiently measures if transfer is occurring. This is highlighted by the key finding in 
Chapter 3 of this thesis which found only 15 quantitative papers in PYD through sport 
discussing transfer and only one measuring transfer as an outcome variable. Therefore, whilst 
sport is continually being used as a vehicle to promote PYD, more needs to be done to 
establish if PYD outcomes (specifically life skills) are transferring to non-sporting domains 
such as school, home, or in young people’s communities. When comparing the papers 
mentioning transfer in Chapter 3 with the studies discussing transfer in Holt et al.’s (2017) 
review, it would appear that the numbers of papers investigating transfer in the qualitative and 
quantitative literature would seem alike (cf. Jacobs & Wright, 2019; Kendellen & Camire, 
2020). Therefore, with only approximately a quarter of overall qualitative and quantitative 
studies discussing the importance of the transfer process, future research needs to place more 
focus on this element of PYD through sport. As previously mentioned, Weiss et al.’s (2014) 
LSTS should have been an encouraging step for future research and it is surprising it has not 
been utilised more to measure life skills transfer. With the LSTS only aligning with the life skills 
promoted within The First Tee golf programme, it is most likely researchers have been 
discouraged to use it in other sports and studies which are not associated to The First Tee 
(Wright et al., 2019). With this in mind, it is recommended researchers test the reliability and 
validity of the LSTS in studies using a wide variety of team and individual sports. Along with 
this, further transfer research should be conducted in PYD programmes to assess how such 
programmes incorporate transfer activities and if participants are using what they learned from 
the programmes in other areas of life. Also, studies can be conducted with parents of youth 
sport participants to get their perspectives of the transfer process and if their children are using 
life skills gained through sport at home. Finally, it is recommended that more measures are 
developed to assess the transfer of many possible outcomes of PYD through sport to non-
sporting domains. This was addressed in Chapter 5 of this thesis with the initial development 
and validation of the LSSS-TS.  
 Another novel finding from the systematic review was the new PYD outcomes 





outcomes were: well-being, relatedness, academic achievement, compassion, loyalty, 
enjoyment, and transfer. There could be a number of reasons for this. Firstly, as these are 
personal outcomes as opposed to life skills, there is a chance these were not focused on as 
much in the earlier stages of the research area. Secondly, the approach to discovering the 
key PYD outcomes across both reviews differed which could have resulted in missed 
outcomes. With this in mind, it is suggested that the method of finding PYD outcomes adopted 
in Chapter 3 of this thesis be used across all of the qualitative and quantitative studies of PYD 
through sport to conduct a larger and more complete systematic review.  
 A further important finding from the systematic review was the life skills being 
discussed most frequently in the quantitative research literature. Findings from the review 
revealed that goal setting, developing relationships, social skills, emotional self-regulation, 
initiative, leadership, teamwork, time management, and problem solving are the most common 
life skills discussed throughout the quantitative literature. This finding suggests that further 
research should focus on the development of these life skills and assess what strategies can 
be implemented into coaching sessions or programmes which will enable youth sport 
participants to develop such skills. In doing so, young people will be given the opportunity to 
become more well-rounded individuals and flourish in later life. However, it also important for 
researchers to measure these life skills using quantitative measures. To do this. it is 
recommended that scales such as the YES-S or the LSSS be used more frequently. Also, 
further research assessing these life skills should use both mixed-methods and observational 
research designs which are lacking within the literature. More specifically, using a mixed-
methods approach can quantitively assess the life skills young people perceive they are 
learning through sport and by adding a qualitative element (individual interviews or focus 
groups) further evidence can explore how young people learn these life skills. Observational 
studies would allow researchers to back up the findings that certain life skills are being taught 
during a sport session and how the coaches are developing these life skills in their athletes.   
 Not only is it important to know the positive outcomes youth can gain from participating 





key contribution from the systematic review was examining the quantitative studies to show 
the behaviours and environments which can be exhibited from coaches and peers as 
antecedents of PYD through sport – known as the PYD climate (Holt et al., 2017). On this, the 
review discovered that coaches should create environments which are caring, motivational, 
mastery-oriented, and autonomy supportive whilst also creating positive relationships with 
their athletes, being role models, and displaying inspirational and engaging behaviours. Such 
environments should help to optimise PYD through sport. The review also discovered that to 
help enhance PYD through sport, peers should develop strong relationships with each other, 
enjoy being part of the sporting environment, and display key behaviours of motivation, effort, 
concentration, and competency. In practical terms, this suggests that coaches should be made 
aware of the importance of creating such environments so the young people they work with 
can develop more than just sports skills in their sessions. Also, coaches and parents can be 
informed of how to pass on such important information to the young people for better peer 
climates to be created. With regards the parents, it is clear that more research needs to be 
conducted assessing the climate and behaviours parents should adopt to promote PYD 
through sport. Along with this, it will be important for future research to acquire the perceptions 
of youth sport participants on all three social agents combined, as this was a limitation in the 
quantitative studies of PYD through sport. Such research will allow for the same group of youth 
sport participants to give their perceptions of all three social agents at the same time. This will 
allow for researchers to determine which sporting climates (e.g., mastery versus ego) are 
favourable for developing life skills as well as assessing which social agent is deemed most 
important. This was addressed in Chapter 4 of this thesis, but additional qualitative and 
quantitative studies are also needed.  
 Camiré and Kendellen (2016), Coakley (2016), Harwood and Johnston (2016) and Holt 
(2016) have highlighted the necessity for more longitudinal, experimental, and intervention 
research. As previously discussed, many relationships have been established between 
antecedents and outcomes of PYD through sport. However, to assess causal relationships, 





is “absolutely no doubt that whoever is able to publish a comprehensive longitudinal study of 
PYD through sport will make a seminal contribution to the field” (p. 256). One would conclude 
that these studies are currently on-going, however due to the length of time taken, it may still 
be a number of years before they are available to examine. Also, further intervention-based 
research would allow for the improvement in quality of programme design. This will no doubt 
help to bridge the gap between research and practice (Holt, 2016). Along with these, there is 
the requirement for  more observational studies as there is lack of these types of studies within 
the research. However, to do this, more observational instruments that pertain to life skills or 
other PYD outcomes may need to be designed. Finally, using a combination of these study 
designs to assess the effects of one intervention (e.g., Harwood’s 5Cs) is something which is 
highly recommended going forward. 
 A final and novel contribution from the systematic review was the assessment of the 
existing measures to assess PYD through sport. As discussed in Chapter 3, 100 different 
measures were used across the 57 studies in the review. The use of such a high number of 
measures is not very surprising due to the vast amount of PYD outcomes which can be 
developed through sport. However, most measures used in the studies were not initially 
developed for sport and therefore the findings should be treated with caution. What this review 
found was the need for more sport-based PYD measures. As already discussed, scales such 
as the YES-S and LSSS should be utilised in future research. Nonetheless, more measures 
are needed to cover the high number of PYD outcomes (Holt et al., 2016). Even more so, 
more scales are required to assess PYD constructs such as honesty/respect, and confidence,  
along with further personal outcomes and social capital. By doing this, future research will be 
able to categorically state which of the PYD through sport outcomes are being developed 
through sport and which of these constructs are the most important to youth development. 
Additionally, researchers should report more on validity for the scales they use and avoid only 
referencing past research to support a scales validity and reliability. Providing more validity 
information is key to ensuring the scales used throughout the research area or newly 





Sporting Climate and Social Agents 
 As explained during the thesis, sport is a unique context for fostering PYD outcomes 
(Côté et al., 2009, Holt et al.,2016). As such, the PYD climate created by coaches, parents, 
and peers is an important part of the overall process. Thus, another important contribution of 
this PhD research was to address a limitation from Chapter 3. This involved investigating the 
mastery and ego-created climates emanating from coaches, parents, and peers in relation to 
life skills development through sport. The unique aspect of this study was that it assessed the 
three social agents together using the same cohort of youth sport participants. The first 
important finding from this study was that participants from 31 different sports felt they were 
developing life skills through their main sport. This was encouraging as young people 
representing team sports (e.g., football, netball, and rugby union) and individual sports (e.g., 
swimming, boxing, and tennis) participated in the study. A novel element of this research was 
that it discovered the mastery-climates created by coaches, parents, and peers positively 
related to participants development of eight life skills (teamwork, goal setting, social skills, 
problem solving and decision making, emotional skills, leadership, time management, and 
interpersonal communication) and total life skills in sport. This is encouraging as creating 
environments which promote holistic development, enjoyment, effort, relatedness support, 
and improvement can be encouraged and recommended to coaches, parents, and peers of 
youth sport participants to help promote life skills development in sport (Dweck & Leggett, 
1988; Harwood et al., 2015).  
 Of the three social agents investigated, peers were shown to make the largest 
contribution to life skills development. In this novel and unexpected finding, a peer-created 
mastery-climate contributed most to all eight life skills and total life skills. The majority of 
previous research investigating social agents has described the coach as the key influencer 
of PYD through sport outcomes (e.g., Côté et al., 2014; Gould & Carson; 2008; Harwood et 
al., 2015; Martin & Camiré, 2020; Ntoumanis & Biddle, 2009; Pierce et al., 2017). In an 
interesting and unexpected discovery, findings also showed that a peer-created ego-climate 





environment created in sport and could point to sport nurturing positive outcomes even if a 
competition levels are high or there is conflict within the environment. Therefore, future studies 
could assess how a competitive and performance focused environment may help young 
people to develop their life skills in sport. Whilst peers were discovered to have the greatest 
influence on life skills development, it is encouraging that coaches and parents also had a 
positive impact young people’s development of life skills. These findings demonstrate the 
importance of all three social agents in the PYD climate (Holt et al., 2017) and more research 
should be conducted to assessing the social agents simultaneously. Doing so will allow for 
further understanding how coaches, parents, and peers can create environments which 
enhance PYD through sport.  
 The findings in Chapter 4 can have future implications for research and practice. 
From a research perspective, further studies can look deeper into the climates created by 
peers to see if they are indeed key contributors to PYD outcomes, and how this originates 
from the behaviours they exhibit. Within this, the ego-oriented environment such as peer 
competition and/or peer conflict would need to be investigated in more detail to see if and why 
such behaviours can help to foster PYD outcomes through sport. Also, while Chapter 4 was 
important to the research area in terms of investigating the sporting climate emanating from 
the three social agents simultaneously, this study only gained the perceptions of the youth 
sport participants. Therefore, further studies can move these results forward and obtain 
perceptions of the coaches and parents. The results from Chapter 4 also contribute positively 
from a practical perspective. Coaches, parents, and peers can be educated on the impact they 
have on participants’ life skills development through sport. As such, coach education courses 
can include aspects on promoting life skills development, workshops can be developed to help 
parents become more knowledgeable about how to help their children develop life skills, and 
youth sport participants can be told how to encourage each other to develop life skills 
collectively. In order for this to be successful, NGBs would be required to invest more time in 
to the importance of overall development in sport and create new courses to educate all social 





development over winning, promote healthy relationships, encourage maximum effort, support 
paise and understanding. In particular, with youth sport participants being such a key social 
agent, they should be encouraged to help each other to improve, care about each other’s 
values and opinions, and help set a positive example by exerting maximum effort. Finally, the 
social agents should be discouraged from creating ego-climates which for the most part 
negatively impacts upon participants’ life skills development in sport. 
The LSSS-TS 
As discovered in Chapter 3 of this thesis, the main reason for the lack of measurement 
of life skills transfer is the restricted number of quantitative surveys to measure such an 
outcome. To address this, a major contribution of this thesis was to develop the LSSS-TS. 
Adding to Cronin and Allen’s (2017) LSSS, the LSSS-TS developed transfer subscales for the 
eight key life skills (teamwork, social skills, time management, goal setting, problem solving 
and decision making, interpersonal communication, leadership, and emotional skills) originally 
measured by the LSSS. The transfer subscales assessed the extent to which participants 
perceived that they transferred the particular life skills to the following domains: social 
settings, home/family, school/education, community, and employment. Across two studies, 
evidence of content, factorial, and convergent validity of the scale were provided, along with 
the internal consistency reliability of the subscales. Providing such validity and reliability 
evidence is an important step when develop a scale for use in sport psychology (Gunnell et 
al., 2014). 
Even with these positive results regarding validity and reliability for the LSSS-TS, 
DeVellis (2011) stresses the importance of validity and reliability being a continuous process. 
With this in mind, future studies should provide further evidence for the validity and reliability 
of the LSSS-TS. In particular, future studies should examine the psychometric properties of 
the scale across different countries/cultures, in many different individual and team sports, and 
across gender differences. Also, studies in the future should assess the test-retest reliability 
of the scale, along with providing evidence for predictive, concurrent, and nomological validity. 





1999). The response process investigates what participants recall when completing a scale. 
Thus, there is a need to investigate what participants are thinking when completing items on 
the LSSS-TS. One way of achieving this is by asking participants to speak out loud their 
thoughts when completing the scale. By doing this, it would be expected that participants 
verbalise the actions they take when transferring certain outcomes. As an example, 
respondents may discuss a goal setting task they learned in sport and how they use it in school 
or at home.  
The LSSS-TS can be used to assess life skills transfer in research and practice. From 
a research perspective, it is important to have a scale which can be used to assess the explicit 
transfer levels of Bean et al.’s (2018) continuum of life skills development and transfer, and to 
fully test PYD through sport models such as Holt et al. (2017). Also, more studies can be 
conducted with participants in a wide variety of youth sports to see if different sports foster 
different transfer opportunities. For example, the scale can be used to assess if a football 
player transfers more teamwork skills to other areas of their lives in comparison to participants 
in golf or swimming where teamwork opportunities are not as common. The LSSS-TS can also 
be used to examining the efficacy of life skills programmes such as SUPER, Play it Smart, 
and the Transfer-Ability Programme which are aimed at teaching life skills such as teamwork, 
goal setting, problem solving, emotional skills, and communication. Not only can the LSSS-
TS be used to assess if participants on these programmes are developing life skills, it can be 
used to assess if, and indeed where, these life skills are transferring to. Next, longitudinal 
studies could assess whether young people transfer more life skills as they progress through 
their sporting experiences. Therefore, the LSSS-TS could be used to compare sports 
participants’ transfer of life skills in year one of their experience and continue to assess over 
subsequent years. Also, it will be possible to adapt the LSSS-TS for use with coaches and 
parents. As with the LSSS, this will allow for perceptions of other key social agents to be 
obtained to truly analyse if life skills are transferring from sport to non-sport areas. Also, a PE 
version of the LSSS-TS will allow researchers to see if life skills development in PE are being 





perspective, the LSSS-TS can allow coaches and/or club administrators to quantitatively 
assess the extent to which athletes perceive transfer is occurring, which will help coaches 
and/or sports clubs to further promote transfer within their coaching and assess if their efforts 
have been successful. Also, coaches can be educated on how to encourage life skills transfer 
via implicit or explicit processes. For example, coaches can be informed if they should 
internationally structure their sessions to include such transfer strategies, or if other life skills 
can be learned and transferred just by them simply making reference to the transfer process. 
Conducting such research can help NGB’s to incorporate life skills development and transfer 
within their coach education courses and help to bridge the gap between research and practice 
(Gaion et al., 2020; Holt et al., 2020).  
Perceptions of Youth Sport Coaches 
  Youth sport coaches are important social agents when it comes to understanding 
PYD through sport and are predominantly in charge of creating the sporting climate. With this 
in mind, it was decided to interview experienced sports coaches to gain their insights and 
understandings of the issues discussed so far in this thesis and to get their understandings of 
further PYD through sport related outcomes. As coaches, their views were explored in terms 
of key findings of the thesis.  
 Firstly, with regards to transfer, the coaches explained they believed their athletes 
transfer life skills such as goal setting, time management, communication, emotional skills, 
teamwork, problem solving and decision making, social skills, and leadership to other areas 
of their lives such as education, home, and potentially to future employment opportunities. 
These were important findings and provide support to the importance of the LSSS-TS, which 
measures all of the life skills mentioned. Also, the coaches supported the importance of the 
transfer areas selected for the LSSS-TS as they too highlighted school/education, 
employment, home/family, social settings, communities, and general everyday life situations 
as key domains for life skills transfer beyond sport. It is encouraging that experts within the 
area of life skills transfer, sports participants, and experienced sports coaches with knowledge 





should feel confident when using the LSSS-TS in further investigations.  
 As discussed on numerous occasions, the social agents of coaches, parents, and 
peers are key to creating environments to foster PYD outcomes and the youth sport coaches 
interviewed agreed with this. Along with the three discussed frequently, coaches also said that 
NGB’s and sports club administrators are also key to help foster PYD outcomes due to the 
environments they create within their sport and their sports clubs. When asked about the 
importance of the social agents, it isn’t surprising that coaches said they see themselves as 
the key influencer for developing PYD through their sport. This supports much of the previous 
work on the social agents but contradicts the findings in Chapter 4 which showed peers as the 
main contributor to life skills development. As previously discussed, coaches are the most 
researched social agent in PYD through sport and would automatically be considered as the 
key. However, until more research is conducted to fully investigate the social agents and more 
studies are conducted in the same fashion as Chapter 4 in this thesis (i.e., investigating social 
agents with the same participants), then it is difficult to fully agree with who should be 
considered as key to fostering PYD through sport.  
 The issue of life skills or life skills transfer being 'taught or caught’ is an interesting 
phenomenon which has been deliberated for some time. According to Holt et al.’s (2017) 
model of PYD through sport, life skills can be ‘taught’ through explicitly structured life skills 
programmes or ‘caught’ implicitly by participating in sport – providing the right environment is 
created. The coaches in Chapter 6 offered arguments for both sides. Via the implicit process, 
the coaches suggested that by giving their athletes more autonomy, encouraging them to learn 
from their mistakes, or giving opportunities to be leaders, life skills such as social skills, 
communication, and leadership can automatically develop. The idea of implicit or explicit 
processes is something which will continue to be debated for some time and further evidence 
should be gathered via longitudinal and experimental studies. As previously suggested, 
following youth sport participants throughout their sporting lives and assessing their 
development along the way would go a long way to answering this question. Even more so, 





groups – some explicitly taught life skills development and transfer, and some allowed to 
progress in implicit PYD climates – would further advance the research area. Whilst these 
suggestions are time consuming and quite difficult to implement in practice, they are extremely 
important to the research area.  
 Although many coaches offered suggestions on the strategies, they adopt to 
incorporate life skills development within their sessions (see Chapter 6), many of them had 
little or no knowledge of current life skills programmes. This is a concern but not a complete 
revelation as Holt et al. (2020) only very recently highlighted the lack of PYD-related 
programmes on coach education courses and further emphasised the need for the research-
to-practice gap to be bridged. In this regard, it is important that Chris Harwood has joined 
forces with the F.A. in England to educate coaches on the 5Cs (2008). However, even with 
this, the football coaches within Chapter 6 only had a brief understanding of the programme, 
suggesting the coach education courses are not placing enough emphasis on PYD through 
sport. What is even more concerning is that different sports seem to be overlooking a PYD 
focus altogether or their marketing of its importance to coaches is not effective. Without a 
doubt, there is a lot more work to do to from NGBs to incorporate PYD into coach education 
and to establish PYD as a key requirement for young people playing sport. It appears too 
many NGBs and coaching organisations make reference to the importance of holistic 
development, but the question remains as to what they are explicitly doing to ensure it 
happens. It is clear future research is required which fully investigates the roles of NGBs in 
promoting PYD through their sports and how these are taught on coach education courses 
and how fully licenced coaches can continually improve their understanding of PYD through 
sport via continual professional development. To do this, explicit coaching strategies for 
promoting life skills can be incorporated with coach education courses and further resources 
can be made available. Finally, there is a duty of care in sport to improve the mental welfare 
of all participants, a key area of PYD through sport. Although largely positive for the vast 
majority, sport can sometimes have negative consequences (e.g., bullying and sexual 





further investigate any negative aspects of the sports environment. As such,  NGBs need to 
better educate all people involved in the development of young people in sport on how to 
remove any negative elements and improve and maintain high standards of mental health for 
all involved. This would enable many more young people to flourish in sport.   
Positive Psychology, Flourishing, and PYD through Sport 
 Flourishing in particular is an area of psychology that could be further investigated 
within the PYD through sport literature. Flourishing is regarded as a combination of being able 
to function effectively and feeling good (Huppert & So, 2013). Researchers state that 
flourishing epitomises mental health and have linked flourishing with high levels of mental well-
being (e.g., Ryff & Singer, 1998; Huppert, 2009; Huppert & So, 2013). Quite simply, flourishing 
can be described as life going well. Seligman (2002) specified that there are three essential 
elements of ‘authentic happiness’ or well-being - pleasure, engagement, and meaning. More 
recently, Seligman (2011) added two more elements to create the PERMA (positive emotion, 
engagement, relationships, meaning, accomplishment) model. This model is said to define 
well-being, and PYD through sport settings could be used to enhance these five key elements 
to promote flourishing. For example, coaches, parents, peers, NGB’s and other important 
stakeholders can focus on Seligman’s (2011) PERMA model by incorporating such elements 
within sports programmes. This would further enhance sport as an ideal setting for PYD and 
ensure ‘life goes well’ for all youth sport participants.  
Limitations and Future Directions  
 As with all PhD research, this programme of works is not without its limitations. Firstly, 
Chapters 4–6 in the thesis were initially guided by the systematic review in Chapter 3. As 
highlighted, and as with any systematic review, there is the potential for key studies to have 
been missed (Paterson et al., 2001) and therefore the results may not be as accurate as 
anticipated. To try and eliminate this, The PhD candidate carried out the review following a 
rigorous process and followed the guidance of key articles relating to systematic reviews (e.g., 
Dickson et al., 2014; Moher et al., 2015). Next, Chapter 4 (and some of Chapter 5) relied on 





from these participants by obtaining similar data from coaches and/or parents. Also, these 
studies adopted a cross-sectional research design and, as such, causal relationships could 
not be examined. Therefore, future research could use longitudinal or experimental studies to 
test the cause and effect relationships of the motivational climates and participants life skills 
development and transfer. Another limitation from Chapter 4 was that it only assessed the 
motivational climate. Therefore, future research could look to assess other aspects of the 
environments created by coaches, parents, and peers such as autonomy support, the caring 
climate, and interpersonal relationships. As highlighted in Chapter 5, only certain forms of 
validity and reliability were tested for the LSSS-TS and further psychometric testing is required. 
Next, the LSSS-TS is a scale developed for youth sport participants in the age ranged of 11–
21 years. As mentioned in Chapter 5, the age ranged used did not cover the early and latter 
end of this age range so further studies should look to include these. With the LSSS-TS being 
a scale to measure life skills transfer only, the ability to investigate how young people learn to 
transfer the life skills was not explored. Therefore, future research could establish how the 
youth sport participants are learning about life skills transfer before measuring if they transfer 
such skills. This can be done by including interviews or focus groups to qualitatively assess 
how life skills transfer is being developed or observing coaches and parental behaviours 
before using the LSSS-TS to quantitatively measure the transfer of life skills. Next, Chapter 6 
used a small sample of UK based coaches from a limited number of sports. Further studies 
could use larger sample sizes, quantitatively assess the outcomes variables, use coaches 
from a wide variety of backgrounds and cultures, and use more team and individual based 
sports. Finally, as this thesis focused predominantly on the development and transfer of life 
skills, further research can investigate the climates created by coaches, parents, and peers 









































 Sport remains one of the most popular organised activities amongst youth. As such, 
researchers have attempted to examine the processes via which youth sport participants can 
accumulate positive developmental outcomes through participating in organised sport.  Using 
sport as a vehicle to facilitate such outcomes will enable youth to succeed and contribute to 
society both now and in the future. One of the key components of PYD through sport is for  
social agents (e.g., coaches, parents, and peers) to assist youth in learning developmental 
outcomes such as life skills. Along with this, researchers have consistently stated that these 
life skills developed in sport must be transferred to other life domains (e.g., at home or in 
school). To date, investigating which of the socials agents are key influencers in developing 
life skills and the transfer of life skills from sport to non-sport domains are areas lacking 
adequate empirical investigation.   
 This PhD thesis has contributed to the research area of PYD through sport in a 
number of ways. Firstly, by carrying out a systematic review of the quantitative studies of PYD 
through sport, it was possible to synthesise the literature and assess the current state and 
future directions of this research area. From this review, many aspects of PYD through sport 
were analysed and key findings included: the PYD through sport outcomes being discussed 
and quantitatively measured using valid and reliable tools, the quality of these measures and 
the requirement for additional measures, the necessity for more experimental, longitudinal, 
and observational research studies; along with the need for more studies to investigate 
coaches, parents, and peers simultaneously. Addressing this last point, Study 2 explored 
youth sport participants’ perceptions of motivational climates created by coaches, parents, 
and peers and their influence to life skills development through sport. The novel findings of 
Study 2 in relation to all three social agents advances the research area, as this was the first 
study to highlight peers being the most influential to life skills development through sport. 
Given this finding, future PYD through sport studies should continue to assess the impact of 
peers on life skills development and other key developmental outcomes through sport. Also, 
after discovering the lack of emphasis on life skills transfer within Study 1, a new measure was 





assess life skills transfer. This is important for the research area as life skills learned in sport 
could not be truly consider life skills unless they transfer to other areas of life. Finally, getting 
an in-depth understanding from youth sport coaches on topics such as life skills development 
and transfer, implicit and explicit processes of life skills learning, key social agents, important 
strategies for life skills development, and their knowledge (or lack of knowledge) on PYD 
programmes has given a fascinating insight to the practical side of the research area.  
 Going forward, the primary goal for myself and other researchers should be focused 
on developing a new programme for use in all sports with the aim to explicitly teach life skills 
(e.g., teamwork, goal setting, social skills, problem solving and decision making, emotional 
skills, leadership, time management, and communication) and transferring these skills to non-
sport domains. Both the development and transfer of such life skills can be measured using 
the LSSS-TS. A key part of this development process would be to better educate coaches on 
how to incorporate teaching life skills into their sessions without compromising the enjoyment 
of the youth sport participants and their development of sport-specific skills. To do this, when 
creating such a programme, it would be particularly important to develop complete session 
plans incorporating sports-based and life skills based development together to make it easier 
for coaches to deliver a whole person approach. As such, it is believed that integrating life 
skills development and teaching how to transfer these to other non-sporting domains would 
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